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ABSTRACT

PROFESSIONAL LEARNING COMMUNITIES AS A
CRITICAL STRUCTURE FOR ELL SCHOOLING
Nationally, English language learners (ELLs) have underperformed in making the grade
on standards set by the U.S. Department of Education. National data indicate that ELLs are
performing lower (National Center for Education Statistics, 2011). ELLs are likely to perform
less well on state assessments and drop-out rates are higher than their English speaking peers
(Ballantyne, Sanderman & Levy, 2008). Current school practices lack a comprehensive
knowledge base as to how to prepare ELLs to be academically successful. With the advent of
No Child Left Behind (NCLB), educators have to demonstrate annual language and academic
gains for English Language Learners (ELLs) with greater accountability than ever before.
Further understanding of learning English and learning in English is necessary. This study
focused on Borderland High School that did not meet the academic standards for ELLs as set by
NCLB. In its efforts to improve the academic performance of ELLs, the school identified
professional learning communities (PLCs) as their strategy to address this challenge. PLCs
involve teachers and administrators coming together to work on improving student performance
in schools. This research utilized team learning as its theoretical framework. Team learning is
one the five disciplines that indicate that learning in teams happen when colleagues work
together towards a common goal (Senge, 1990).
Four guiding research questions determined which variables of the PLC had the greatest
viii

impact on the academic performance of ELLs. A mixed methods study examined Borderland
High School’s 2007 reform efforts to determine if PLCs and their variables led to ELL
achievement. The quantitative research phase indicated the academic literacy variable in the
PLC to be correlated to and a predictor of academic success for ELLs in the area of Reading. In
comparison, the research showed that for non-ELLs the academic literacy variable in the PLC to
be correlated and a predictor of success in the area of Mathematics. The multiple regression
model indicated GPA to be a predictor of success for non-ELLs on the Mathematics TAKS
exam. In addition, this phase also showed that PLCs were a predictor of the overall academic
success of students at Borderland High School. The research also revealed that the teacher
planning variable showed a positive relationship with the PLC as whole.
The qualitative research phase examined both student and teacher perspectives. In this
phase, the student perspective showed that the academic literacy variable of the PLC supported
ELL academic performance at Borderland High School. From the teacher perspective, the
teacher collaboration and planning variables of the PLC proved to be critical in supporting the
academic literacy of ELLs.
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Chapter 1
INTRODUCTION
Background
Nationally, English language learners (ELLs) have underperformed in meeting academic
standards across Mathematics, Reading, Writing, Science, and Social Studies as indicated by the
data from the National Association of Educational Progress (National Center for Education
Statistics, 2011). Francis, Rivera, Lesaux, Kieffer and Rivera refer to the term ELLs to those
students who are not yet proficient in English and who require instructional support in order to
access academic content in their classes (as cited in Ballantyne, Sanderman & Levy, p.2, 2008).
ELLs may or may not have passed an English Language Proficiency (ELP) assessment
(Ballentyne, Sanderman & Levy, 2008, p. 2).
NCLB and AYP
Current national standards stem from the No Child Left Behind Act (NCLB; Public Law
No. 107-110, 115 Stat. 1425, 2002), and are the most recent reauthorization of the Elementary
and Secondary Act of 1965. With the advent of No Child Left Behind (NCLB), educators must
demonstrate annual language and academic gains for English Language Learners (ELLs) with
greater accountability than ever before.
Under NCLB, schools must demonstrate that a high percent of their student subgroups
pass state assessments (Thompson & Barnes, 2007). The subgroups for schools may include: all
students, economically disadvantaged, White, African American, Hispanic, Special Education,
and ELL. Borderland High School’s subgroups are and can include a combination of all
students, economically disadvantaged, Hispanic, Special Education, and ELLs. Under NCLB,
schools must meet adequate yearly progress (AYP) which means that all students in all
1

subgroups, including Hispanic and ELLs, must improve their performance from the previous
year until they reach 100% passing rates in each state’s accountability system by 2014
(Thompson & Barnes, 2007). Academic sanctions and state monitoring take place at schools that
do not have enough academic gains and that do not make AYP to advance (California
Department of Education, 2011). The higher the stage (i.e., 1 – 5) means that the school has not
met standards in subsequent or multiple years.
In addition, high schools have to maintain satisfactory graduation rates for each
subgroup, and attendance during state assessments must be at least 95% for every subgroup in
each school. Each state has different requirements as they apply to satisfactory graduation rates.
Schools under NCLB are required to look at data per subgroup, and the ELL subgroup is one of
the subgroups required to make academic growth in the tested area of math and language
(Thompson & Barnes, 2007).
Table 1 below indicates North Carolina’s target goals that all subgroups must reach in
order to make AYP. For example, all students have to reach 71.6 percent in Reading and 88.6 in
Mathematics in 2012 in order to make AYP in grades 3 and 8. In grade 10, all subgroups have to
reach 69.3 percent in Reading and 84.2 percent in Mathematics in order to make AYP. The
percentage scores that must be met by schools change from state to state. The following graph in
Table 1 represents North Carolina’s proficiency target goals table.

Years
2007-2008
2008-2009
2009-2010
2010-2011
2011-2012
2012-2013

Table 1. North Carolina Proficiency Target Goals
Grades 3-8
Grades 3-8
Grade 10
Reading
Mathematics
Language Arts
43.2
77.2
38.5
43.2
77.2
38.5
43.2
77.2
38.5
71.6
88.6
69.3
71.6
88.6
69.3
71.6
88.6
69.3
2

Grade 10
Mathematics
68.4
68.4
68.4
84.2
84.2
84.2

NCLB has a clear emphasis on accountability as a key component for the improvement of
public schools. NCLB puts pressure on schools and school districts to close the existing gaps
among students of different ethnic, economic, and racial backgrounds (May, 2007). When a
school continuously does not make AYP, it faces a possibility of the state taking over and
reconstituting it (Mathis, 2009). When a school is reconstituted (taken over by the state), there is
a possibility that all employees of that school might have to reapply for their jobs (Mathis, 2009).
Table 2 in Appendix A explains the different stages of AYP and the different interventions that
schools need to implement in order to improve and avoid advancing to AYP stages.
NCLB has stated as its goal to have children receive a high quality and equitable
education where children reach proficiency on state standards of academic achievement and
assessment (Jones, 2010). Schools and school districts are to prepare students to meet the
demands of these standards, and will do so by setting high expectations for all ELLs and all of
their students. It is through an emphasis in accountability and pressure on schools and school
districts that NCLB’s goal is to make sure to keep all students on track each year so they can
graduate from high school ready for college and the workplace (Thompson & Barnes, 2007).
Statement of Problem
In 2006-2007, Borderland High School did not make AYP under the academic standards
set by NCLB. Its ELL subgroup was the lowest performing subgroup and did not demonstrate
progress in academic achievement. Academic achievement is defined by student performance on
the Texas Assessment of Knowledge and Skills (TAKS) state exam. Consequently, the high
school reached stage 2 of AYP, and had to improve its ELL assessment results for 2 years in a
row to become an NCLB academically acceptable school and avoid the state taking it over. As a
result, the school’s administrative team, the faculty, and the staff had to identify instructional
3

strategies and school structures to address and support the academic progress of ELLs as well as
the rest of the student body. One core strategy instituted at Borderland High School was the
development and implementation of Professional Learning Communities (PLCs) at the beginning
of the 2007-2008 school year.
Theoretical Framework
The theoretical framework of this research is grounded on team learning which is one of
the five disciplines needed for the success of learning organizations (Senge, 1990).

Modern

organizations operate on the basis of teamwork which means that organizations cannot improve
and learn if the team members do not work together (Senge, 1990). Team learning is the
discipline that starts with dialogue and it is a process of developing the ability to create desired
results; to have a goal in mind and work together to attain it (Senge 1990, p. 13). Team learning
is the discipline that is established through communication and requires that members work as
colleagues and that each person dares to be vulnerable and to admit to ignorance, otherwise no
learning can take place (Senge, 1990).
Purpose of the Study
The purpose of this study was to research the effectiveness of PLCs as a school structure
and to find out to what extent they support the academic performance of ELLs. Through an
explanatory sequential mixed methods study that combined both qualitative and quantitative
methodologies, this research measured the impact of five variables in the PLC at Borderland
High School: collaboration, professional development, academic literacy, planning, and extended
time for learning. The impact these five variables had on ELL learning was examined to find out
which variables of the PLC were the most effective and least effective.

4

Significance of Study
Nationally, the state of affairs for ELLs in secondary schools is in turmoil because of the
NCLB mandates. The implications are such that ELLs are at all points of the literacy, academic,
and English proficiency continuum. In addition, the national data shows ELLs as very diverse as
fifty percent of ELLs are native born and fifty percent are foreign born (Ballantyne, Sanderman
& Levy, 2008). This study will inform other secondary schools that are struggling to meet the
diverse academic needs of their ELLs. The study is also significant because of the potential
positive impact that PLCs can have on improved ELL student performance and schools in
general.
Research Questions
The following are the central guiding questions that provide focus for this research study;
the first two questions pertain to the quantitative aspects of this study and the last two pertain to
the qualitative aspects of this study. PLCs are a school structure where teachers work together
with the ultimate goal of improving the academic performance of their students. In this research,
five areas within PLCs will be studied: 1) teacher planning; 2) teacher collaboration; 3)
professional development; 4) academic literacy; and 5) extended time for learning.
1. Do PLCs show a positive relationship in improving the academic performance of
ELLs, as operationalized by the TAKS exams?
2. Which are the variables in this study that had the highest significance in value for
ELLs?
3. According to the ELL students in the study, why do variables with the highest
significant value make an impact on the academic performance of ELLs, as
operationalized by the TAKS exams?
5

4. According to the teachers in this study, why do the variables with the highest
significant value make an impact on the academic performance of ELLs, as
operationalized by the TAKS exams?
Definition of Terms
No Child Left Behind (NCLB) The No Child Left Behind Act (NCLB; Public Law No. 107110, 115 Stat. 1425, 2002), the most recent reauthorization of the Elementary and Secondary Act
of 1965, holds states using federal funds accountable for student academic achievement. States
are required to develop a set of high-quality, yearly student academic assessments that include, at
a minimum, assessments in reading/language arts, mathematics, and science (Abedi, 2004, p.4).
Professional Learning Communities (PLCs) PLCs are defined as a group of educators who are
committed to working collaboratively as a team in an ongoing process of collective inquiry and
action research in order to achieve better results for the students they serve. PLCs operate under
the assumption that the key to improved learning for students is continuous, job-embedded
learning for educators (DeFour, 2004).
English Language Learners (ELLs) The U.S. Department of Education defines ELLs as
national-origin-minority students who are limited-English-proficient. The ELL term is often
preferred over Limited-English-Proficient (LEP) as it highlights accomplishments rather than
deficits. As a group, ELLs represent one of the fastest-growing groups among the school-aged
population in this nation. Estimates place the ELL population at over 9.9 million students, with
roughly 5.5 million students classified as Limited English Proficient by virtue of their
participation in Title III assessments of English language proficiency (Francis, Rivera, Lesaux,
Kieffer, & Rivera, 2006).
Adequate Yearly Progress (AYP) Each year states must report student progress in terms of
6

percentage of students scoring at the “proficient” level or higher. This reporting is referred to as
adequate yearly progress (AYP). A state’s definition of AYP should also include high school
graduation rates and an additional indicator for middle and elementary schools. Each state
establishes a timeline for all students to reach the “proficient” level or higher, which must be no
more than 12 years after the start date of the 2001–2002 school year, provided that the first
increase occurs within the first 2 years (Abedi, 2004, p.4).
Professional Development Teacher professional development is the professional growth a
teacher receives as a result of gaining increased experience and examining his or her teaching
systematically (Glatthorn, 1995, p. 41).
Academic Literacy Academic literacy is the kind of reading proficiency required to construct
the meaning of content-area texts and literature encountered in school (Torgesen, Houston,
Rissman, Decker, Roberts & Vaughn, 2007, p. 3).
Collaboration Collaboration is a group of people working together for the purpose of promoting
a common language, knowledge base, and understanding of the diverse and complex function of
school and schooling (Welch, Sheridan, Fuhriman, Hart, Connell & Stoddart, 1992, p. 1-2).
Extended Time for Learning Extended time for learning is a term that generally encompasses
varied supervised activities designed to promote learning and positive child and youth
development beyond what is offered during the traditional school day (Wright, 2005, p. 6).
Planning Planning is a process where teachers learn from one another while constructing a
meaningful and engaging curriculum (Pardini, 2006).
Delimitations of the Study
Although other key student groups could be studied, this study researched the academic
progress of one of its main subgroups which are ELLs. Many theories about best practices exist;
7

however, learning conditions vary from place to place. Therefore, the researcher elected to study
PLCs as they pertain to the academic performance of ELLs due to the current increased
enrollment of ELLs in U.S. schools, the wide achievement gap between ELLs and non-ELLs,
and the higher dropout rates among ELL students.
Limitations of the Study
This research study was limited due to the use of a single high school within a particular
geographical location and with a defined set of demographics. Borderland High School was the
only high school studied in this research. A second limitation in the study is that the researcher
worked at Borderland High School during the research and had authority over participants. A
third limitation in this study was the understanding or lack of understanding that the student
participants may have had regarding the impact or the outcomes related to the five different
components of PLCs as well as the range in understanding between all five categories. The
researcher aimed for objectivity and validation on all limitations. The researcher kept in mind
the limitations and implemented member checks on qualitative data. The researcher’s ultimate
goal and intention was to report the findings as presented by all of the participants in the mixed
methods data collection process.
Chapter Summary
This chapter provided the background of ELLs including the background of the study, the
statement of the problem, and the purpose and significance of the study. The chapter also
provided the guiding research questions, delimitations, and limitations in the research.
Organization of the Rest of the Study
The organization of this study is comprised of five chapters. The second chapter of this
dissertation includes a comprehensive literature review that highlights ELLs, effective schooling,
8

and PLCs. The third chapter discusses the methodological design used to collect data in this
mixed methods study. The mixed method design in this study is an explanatory sequential mixed
method design. As part of the quantitative method, a correlation study as well as a multiple
regression study is used to explain the relationship between ELLs and the variables that were
studied under PLCs. As part of the qualitative methods, participants interviewed gauged the
effectiveness of PLCs in the academic performance of ELLs. The fourth chapter provides the
data gathered in this study as well as the analysis and results of the study. The fifth and final
chapter provides conclusions and recommendations.
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Chapter 2
LITERATURE REVIEW
…Genuine leadership inspires a profound understanding of diversity as children,
teachers, parents, and the wider education community will learn, work, and play
together. It embraces the value of knowing more than one language and expects
nothing less than a rigorous curriculum delivered and learned in two languages
(Izquierdo, 2009, p. 94).
National ELL Demographics
According to 2008-2009 data, approximately 5,346,673 ELLs were enrolled in grades
pre-K through 12 in the United States (NCELA, 2009). The subset of ELLs who have not yet
achieved English Language Proficient as measured by the particular assessment procedures of
their state are often referred to as Limited English Proficient (LEP). Students who have passed
LEP assessments, however, may still need support in acquiring and using language in the
classroom, specifically with the academic language that is complex and leads to successful high
school graduation and higher education opportunities (Ballantyne, Sanderman & Levy, 2008).
ELLs are the fastest growing segment of students in the country. By 2015, the estimate
of ELLs in the U.S. will reach 10 million students, and by the year 2025, one of every four
students will be an ELL. This means that teachers across the country will be serving ELL
students (Von Roekel, 2008). Most of the ELL representation in public schools is concentrated
in large, urban school districts. About twenty percent of the top 100 largest school districts have
ELL populations of at least fifteen percent (Von Roekel, 2008). Most districts in states like
Texas and California have traditionally served ELLs in their school communities, but other states
are experiencing large increases in their ELL population, like South Carolina (526%), North
10

Carolina (471%), Tennessee (448%), Indiana (438%) and Arkansas (300%) (Von Roekel, 2008).
ELL students account for 76 percent of the students in the elementary schools, and 56 percent are
in U.S. secondary schools (Von Roekel, 2008).
The number of ELL students enrolled across the United States increased from 2.1
million students to 4.4 million in the past decade, and the number continues to grow every year
(Bowman-Perrott, Herrera & Murry, 2010). Rapid progress by students overall combined
with policies that test ELL students who have lived in the United States for very short periods
of time contribute to a growing ELL achievement gap in many states and school districts
(Abedi & Dietel, 2004, p. 2).
National Assessment of Educational Progress: ELL Achievement Gap
Data from NAEP indicates that many ELLs are performing poorly (Solorzano, 2008).
Figure 1 indicates how the ELL students and non-ELL students fared in the 8th grade Reading
NAEP scores in 2007, 2009, and in 2011. In 2007, the 8th grade Reading ELL average score
was 223 as compared to 8th grade non-ELL average score of 265 for a significant difference of
42 points (National Center for Education Statistics, 2011). In 2009, the ELL average score
was 219 and the non-ELL average score was 266 for a difference of 47 points. In 2011, the 8th
grade Reading NAEP exam showed similar gaps between ELLs and non-ELLs as ELLs
averaged a score of 224 and non-ELLs averaged a score of 267 (National Center for Education
Statistics, 2011).
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Figure 1. 2011 NAEP 8th Grade Reading Scores for ELLs and Non-ELLs
Figure 2 indicates how the ELL students and non-ELL students fared in the 8th grade
Mathematics NAEP scores in 2007, 2009, and in 2011. In 2007, the 8th grade Mathematics
ELL average score was 246 as compared to 8th grade non-ELL average score of 283 for a
difference of 37 points (National Center for Education Statistics, 2011). In 2009, the ELL
average score was 243 and the non-ELL average score was 285 for a difference of 42 points.
ELLs in 2011 averaged a score of 244 on the 8th grade Reading NAEP score and non-ELLs
averaged a score of 286 (National Center for Education Statistics, 2011). Why is this
happening? The challenge is being able to understand what factors contribute to this disparity
in achievement between ELLs and non-ELLs. What are the support systems we have for ELLs
in schools?
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Figure 2. 2011 NAEP Mathematics Scores for ELLs and Non-ELLs
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The achievement gap between ELLs and non
non-ELL in 8th grade NAEP Science and U.S.
History scores in 2011 was very evident
evident. The average score for ELLs in the 2011 NAEP 8th
grade Science exam was 106 and for non
non-ELLs 154 (National Center for Education Statistics,
2011). In the U.S. History 8th grade NAEP ass
assessment in 2011,, the national average score for
ELLs was 233 and 268 for non-ELLs
ELLs (National Center for Education Statistics, 2011). Figure 3
reflects the 2011 NAEP
P results for ELLs and Non
Non-ELLs in the 8th grade subjects of Science and
U.S. History.
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Figure 3. 2011 NAEP 8th Grade Science and U.S. History Scores for ELLs and Non-ELLs
Non
Bilingual/ESL Education Programs
It is important to define the different types of bilingual and ESL programs and to gauge
how these programs are helping to narrow the ach
achievement
ievement gap for ELLs with non-ELLs.
non
The
different programs prescribe different types of schooling that ELLs receive before attending
high school. ELLs receive a variety of instructional programs to support them in their
language and academic development
development.. Some of these programs include Dual Language,
Transitional,, English as a Second Language, or S
Sheltered
eltered Instructional Approach Programs
(Moughamiam, Rivera & Francis, 2009). The following provide a brief description of
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bilingual, dual language, and ESL models.
English as a Second Language (ESL) – The ESL model approach is one where an ESLcertified teacher provides explicit language instruction to ESL students. The instruction in this
model focuses on the student development of proficiency in English grammar, communication
skills and vocabulary. The ESL model’s primary goal is to make sure to help ELLs acquire the
English language and to make sure that ELLs meet high academic standards. In this model, ELL
students are taught primarily in English and certain instructional materials and techniques may
make use of basic L1 vocabulary, but this is only done as a way to support the students’ use of
English. The models that follow the ESL approach may include both language instruction,
wherein English language is the instructional content itself, or content-based instruction, in
which academic content is the object of instruction, but is delivered in such as a way as to
support ELLs’ acquisition of English as well (U.S. Department of Education, 2012).
Sheltered Instruction/Structured Immersion – The overall goal of this program is proficiency
in English while learning content in an all-English setting. Students from various linguistic and
cultural backgrounds can be in the same class in this program. Instruction is adapted to students’
proficiency level and supplemented by gestures and visual aids (NCELA, 2011, p.2).
Transitional/Early-Exit Bilingual Education – The goal of this program is to develop English
as quickly as possible, without delaying learning of academic core content. The instruction
begins in L1, but rapidly moves to English. Students typically are transitioned into mainstream
classrooms with their English-speaking peers as soon as possible (NCELA, 2011, p.1)
Maintenance/Late-Exit Bilingual Education - The goal of this program is to develop some
skills and proficiency in L1 and strong skills and proficiency in L2 (English). The instruction at
lower levels is in L1, gradually transitioning to English. Students typically transition into
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mainstream classrooms with their English-speaking peers. Differences among the three
programs focus on the degree of literacy students develop in the native language (NCELA, 2011,
p. 1).
Dual Language – This program, when called “dual language immersion”, is usually the same as
two-way immersion or two-way bilingual. When it is called “dual language,” it may refer to
students from one language group developing full literacy skill in two languages – L1 and
English (NCELA, 2011, p. 1).
ESL Pull-out – Immersion – The goal of an ESL Pull-out program is for the students to have
fluency in English. The students leave their mainstream classroom to spend part of the day
receiving ESL instruction, often focused on grammar, vocabulary, and communication skills, and
not academic content. There is typically no support for students’ native languages in this
program (NCELA, 2011, p. 2).
No Bilingual Services – The voter passage of Proposition 227 in California and Proposition 203
in Arizona have created referenda that limit the use of any languages other than English for
schooling students of diverse linguistic heritages, which limits the bilingual programs for
students (Thomas & Collier, 2002, p. 117).
The majority of programs currently serving bilingual students and ELLs have a very
narrow focus that emphasize the acquisition of English, including the acquisition of a very
narrow range of English skills that include listening and reading English with little attention to
speaking and writing. The most effective programs are the two-way and one-way dual
language models. These two programs are enrichment models because students become
biliterate in two languages. They are considered the most effective for bilingual children
because children are immersed in two languages with a group of students learning their native
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language and a second language as well. These programs have shown the most effectiveness
because they foster learning in both languages (Thomas & Collier, 2003).
The results of two-way dual language programs have shown to be effective for both
ELLs and native English speakers (Bae, 2007). By the end of grade 5, all students show steady
progress in Spanish and English. At the end of one study of a Korean English two-way dual
language programs, minority students and English learners scored nearly the same as native
English speakers on English speaking and reading tests. Native English speakers in the study
scored high on both the Spanish oral and writing tests taken in grade 5 (Bae, 2007). Both
ELLs and English native language speaking students are able to close the achievement gap by
one fifth to one sixth each year when enrolled in two-way immersion programs, and they can
be much better prepared for the high stakes tests. Dual language programs also provide an
enriching, integrated, inclusive, and unified program for all of their students as opposed to a
segregated, divisive, and exclusive traditional curriculum that many bilingual programs follow
(Thomas & Collier, 2003).
The early exit programs that are content-based and traditional are the next most
successful second language programs behind dual language programs, as shown in Figure 4
(Thomas & Collier, 2002). The goal of the transitional model is to exit ELL students into an
all-English setting as soon as possible, depriving students of strengthening their native
language in a long-term setting. Submersion programs do not offer students any services and
support, and they are considered the least successful for those students (Thomas & Collier,
2002). Bilingual programs have limited the possibility to offer the use of any language other
than English to students with diverse heritages and diverse linguistic needs due to the passage
of Proposition 227 in California and Proposition 203 in Arizona (Thomas & Collier, 2002).
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Thomas and Collier (2003) recommend adding a first language to transitional bilingual
programs, which are considered remedial, and first-language support programs such as pullout
programs recommend the addition of a first language support wherever possible.
Collier & Thomas (2002) chart the effectiveness of each of the program models used
across the country with ELLs and also indicate that content-based ESL programs as well as
ESL pullout programs are the least successful models. The one-way dual language and twoway dual language programs are enrichment models and the rest of the programs are remedial
models. Figure 4 shows that one-way and two-way dual language programs have proven to be
the most successful while the other programs are considered remedial and have not been as
successful. ELLs that receive no services or are in a pull out program have the least amount of
success as compared to any other programs represented in Figure 4 (Thomas & Collier, 2002).
National Data - Remedial vs. Enrichment Models Long-Term
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Figure 4. Remedial vs. Enrichment Models Long-Term Academic Achievement
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The Importance of Mainstreaming ELL Students
ELL students who are “mainstreamed” where they are part of the school’s immersion
program have proved to be the most successful. Two-way programs successfully educate native
English speakers and ELLs within the same classroom and reach the goal for both groups of full
bilingualism and biliteracy, grade-level academic achievement, and multicultural competency
(Lindholm-Leary, 2004). An example of an immersion program is the two-way dual immersion
programs designed to address issues of equity within an integrated approach through three
essential features regardless of the model used (de Jong & Howard, 2009). The first feature is an
enrichment program that provides an opportunity to learn a second language. The second feature
is that the program has about the same number of native speakers in the majority and minority
language. Third, all students receive both content area instruction and literacy instruction
through both languages.
Researchers in two-way dual language schools have confirmed that dual-language
programs help students to increase in the area of cognitive benefits of bilingualism (AguirreBaeza, 2001). Two-way dual language teachers noticed that many of their students by first grade
demonstrated bilingualism when they learned bicultural skills, and also spoke and read
spontaneously in their second language (Garza, 2006).
ELL students mainstreamed with English dominant students benefit as opposed to being
in a separate segregated track, and advocates of mainstreaming say that this practice helps ELL
students learn at a faster pace using English proficient peers as models (Varela, 2010). The fact
that ELL students are mainstreamed also involves including them in all aspects of school, which
helps in their sense of belonging instead of students feeling segregated in different classrooms
(Varela, 2010). They are also more likely to celebrate the cultural differences in schools where
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bilingual students feel proud of their bilingualism. “As a professional participant in the area of
mainstreaming stated, ‘at those schools, now they say, this kid is going to be bilingual--what a
gift,’” (Pardini, 2006).
However, mainstream teachers are agitated because they feel they do not have the
training in order to prepare ELL learners to the best of their ability (Batt, 2008). Sadly enough
many are prejudiced and do not support ELL learners because they do not feel they should be
educated in America. Schools need to be aware of and address prejudice and racism in support
of ELLs (Batt, 2008).
Some educators get frustrated when they work with ELL students in a mainstream
setting. I remember one teacher just venting all over me. Take this kid out of my
class and bring him back when he knows English! recalls Patricia Majors, a
nationally certified ELL teacher in Charleston, South Carolina. Basically, she
cared about him...but she just didn't know what to do. Yes, it is frustrating to
have a student who doesn't understand you - especially if you have 37 other kids,
little specific ELL training, and limited school-wide support for working with that
child. But, like Marcie Burlett, imagine what it's like for him. The problem in
our school is that the mainstream teachers and administrators don't understand
LEP needs and how to teach them. We need some help here! The district's ESL
program just doesn't have the staff resources, not to mention an adequate budget
to do it alone. Everybody needs to own these kids. Require all staff members to
attend classes on how to work with ESL and ELL students. I have people in my
building that refer to my kids as 'them'. We need more consistency in our district
from school to school. More.....support from mainstream teachers toward ELL
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teacher & students. We still have a high number of staff who say things like, they
shouldn't be here, send them back to Mexico, etc. (Batt, 2008, 39-40)
Who Teaches ELLs?
In all grades, content becomes more challenging for ELL students, and these students
frequently do not receive instruction from ELL-trained teachers (Thompson & Barnes, 2007).
As the number of ELLs in the U.S. increases, states face the heightened challenge of ensuring
that all students receive a high quality education. Teachers in general education classes, who
typically do not have the skills and knowledge base in second language acquisition or ESL
methodology, are challenged with educating ELLs. The responsibility for educating ELLs does
not only rest on the shoulders of those teachers who have an ESL or a bilingual certification,
but with all teachers who have or could potentially have ELLs in their classrooms. However, it
is important to note that there is a shortage of teachers across the United States in areas to
include teachers of ELLs (Thompson & Barnes, 2007).
Throughout the U.S., teacher preparation programs adhere to the particular state’s
requirements for licensure or certification (Ballantyne, Sanderman & Levy, 2008). The
requirements for candidates obtaining a license to teach and becoming certified are different
from state to state. In most states, teacher preparation programs and certification programs cover
the foundations of education, methods, and field experiences. Most teachers in the United States
have at least one ELL in their classroom, but only 29.5% of teachers with ELLs in their classes
have received the training needed to serve ELL students (Ballantyne, Sanderman, & Levy,
2008). In addition, only 26% of teachers have had training related to ELLs in their staff
development programs. There are over 57% of teachers that feel that they need more training in
order to be able to provide an effective education for ELL students (Ballantyne, Sanderman
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& Levy, 2008).
There are seventeen states in which the standards for approved teacher preparation
programs mandate that teachers should be experienced with and capable of addressing the
needs of ELL students. The states in this category are: Alabama, Colorado, Idaho, Illinois,
Iowa, Louisiana, Maryland, Massachusetts, Michigan, Minnesota, Nevada, New Jersey, North
Dakota, Rhode Island, Tennessee, Vermont, and Virginia. However, fifteen states had no
requirement that all teachers have training in or the expertise to address the needs of ELLs.
Those states are the following: the District of Columbia, Missouri, South Dakota, Hawaii,
Nebraska, Texas, Indiana, New Hampshire, Utah, Kentucky, Oklahoma, Washington, Maine,
Pennsylvania, and Wisconsin (Ballantyne, Sanderman & Levy, 2008). Consequently, and
nationally, mainstream teachers do not have the knowledge base or skills necessary to educate
ELLs.
No Child Left Behind
With the advent of NCLB, there is an increased awareness of the academic needs and
achievement of ELLs as a distinct student population. Schools face the challenge of educating
the 5.1 million ELLs that attend U.S. schools (De La Colina, Cuellar, Episcopo, Leavell &
Hollier, 2009). It is important to look at the NCLB Act as it relates to English language
learning, academic performance and learning as well as its contribution or lack of contribution
to closing the achievement gap between ELLs and non-ELLs.
Due to the fact that NCLB requires that ELLs be tracked as a subgroup for
accountability purposes, educators are seriously thinking and rethinking about what is working
and what is not working for those students (Ballantyne, Sanderman & Levy, 2008).
A system that leaves no child behind sets high expectations for what is needed
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to prepare all students—including poor students, minority students, students
with disabilities, ELLs and migrant students—for success in college and the
workplace. It sets these expectations through high voluntary national standards,
more rigorous state standards and meaningful comparisons of student
achievement among states. It is a cruel hoax if students do all they are asked to
do, yet they find themselves ill-prepared for life after high school. If
expectations reflect what students need to know and be able to do, and are
realistic, students will achieve them. (Thompson & Barnes, 2007, p. 25)
The achievement gap between native English speakers and ELLs continues to increase,
and support for ELLs will be critical in closing the widening gap (Borba, 2009). It is imperative
that student achievement and graduation rates of ELL students improve in each state in the
country in order for English language students to experience success in the nation’s public
school system (Ballantyne, Sanderman & Levy, 2008).
NCLB has imposed greater accountability measures on all states by holding schools
and districts accountable for the performance of ELLs in acquiring proficiency in English and
in meeting grade-level performance standards for content area achievement. Some would also
argue that high stakes testing has become a punitive measure against schools and school
districts. For example, schools that do not meet AYP for two consecutive years are required to
provide and fund transportation for those students who decide to attend another school, but the
receiving school must have space available to receive those students (May, 2007).
Many schools attempt to improve and become more effective for all children, but there
are certain things that affect their efforts such as “deficit thinking” (Valencia, 1997), and
“subtractive schooling” (Valenzuela, 1999). In education, the deficit thinking model looks at
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programs that blame the victims, such as ELLs, and not the school. Schools have programs such
as the ones of compensatory education to improve the skills as well as the attitudes of children in
neighborhood communities, rather than creating structural changes in schools that can help all of
the students (Valencia, 1997). This has been evident in the increase in the achievement gap and
increased dropout rates for specific student populations. After the implementation of several
educational approaches, there has been nothing to show that the achievement gap of ELLs with
non-ELLs has narrowed.
Some schools have opted to use tracking (Oakes, 1990; Oakes, 1992) as a method to
improve achievement with inequitable results. The tracking approach implemented in school
has guided low-income students into vocational programs and a lower curriculum as opposed to
the economically privileged students in the higher tracks in which the curriculum has guided
them to greater rigor and preparation for college (Oakes, 1990). The deficit thinking model
(Valencia, 1997) is a model that has been very harmful to ELLs. In this model, the blame for
school failure falls on the students and not on the educators.
Some schools have not been successful because they have lower expectations and lower
quality of education due to “subtractive schooling” which is present when the culture of the
students is taken away from them via their educational environment (Valenzuela, 1999).
Valenzuela (1999) mentions that subtractive schooling takes away the social and cultural
resources that youth should have available to them in school, and this leaves students vulnerable
to gradual academic failure. Valenzuela (2005) believes the educational model used in Texas
for accountability has devalued the cultural, linguistic, community-based identity roots of
students of color across the nation. Emphasis on test results has narrowed curriculum and
harmed students and schools (Valenzuela, 2000).
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Several witnesses in a testimonial hearing on NCLB commented that NCLB assumes
wrongly that every ELL will learn English at the same pace, and commented that different
factors need consideration when measuring the achievement for ELLs as its own subgroup
(Thompson & Barnes, 2007). The performance of ELLs in the age of high accountability
standards has shown that ELL students have fallen more behind and the academic gap has
widened between them and the non-ELL population (Thompson & Barnes, 2007).
One of the biggest challenges facing U.S. educators is narrowing the achievement gap
between students who are native English speakers and students that learn English as a second
language (Pardini, 2006). Before NCLB, ELLs lacked the attention they deserved, and there was
no accountability for learning for these students and proof was that many states did not include
ELLs as part of their accountability systems (Lazarin, 2006). NCLB helped to raise the
standards for ELLs as previously in 1998-1999 there were at least forty-six states that did not
include ELLs as part of their accountability rating system (Lazarin, 2006).
The statistics for ELL students as they relate to drop out rates are three times higher than
their English dominant peers and five times higher when considering the difficulties that ELLs
have with English, which in many cases is the reason they decide to drop out (Bowman-Perrot,
Herrera, & Murry, 2010). The new accountability pressures are forcing schools to rethink and
be creative in the way they address the needs of ELLs.
Harringtonburg High School in Virginia attributes their success to effective teaching
strategies, instituting well-researched programs, and the academic support systems created to
support ELLs in response to the high accountability under NCLB (Nesselrodt, 2007). Students
today need a high level of education to function well in society, says Valeria Silva, director of
the ELLs department of the Saint Paul Minnesota Public Schools. Further, they need academic
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English to get a good education (Pardini, 2006, p. 20).
Schools and school districts who make AYP have internalized academic standards that
are reliable and valid (May, 2007). These standards have provided schools with positive results
for all students to include ELLs. Schools that meet AYP meet the 95% of enrolled students that
participate in the state assessments (Thompson & Barnes, 2007, p. 30).
Due to NCLB, many campuses are training their faculty in instructional strategies like the
Sheltered Instruction Observation Protocol (SIOP) in order to better serve their ELL students
(Echeverria, Vogt & Short, 2004). However it is looked at, there is an urgency to redefine
successful practices and opportunities needed for ELLs to become career and college-ready.
Borderland High School, the research site for this study, made the decision to use a professional
learning community approach which involved faculty coming together to improve ELL academic
success.
Effective Schools
The research of effective schools looks at the academic improvement of every child to
improve ELLs. The effective school research provides insight to schools that work to excel
academically. The Association of Effective Schools (1996) names seven correlates that define
what an effective school is. The seven correlates are: a clear school mission, high expectations
for success, excellent instructional leadership, opportunities for students to learn and time on
task, a safe and orderly environment, positive school and home relations, and frequent
monitoring of student progress.
Schools that experience success with ELL learners are schools where ELL/ESL teachers
are not alone in helping ELL students but are part of campus-wide team effort to help ELLs
experience academic and social success. In these schools, all classrooms meet the needs of all
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ELLs to include teaching, learning, testing, translating, counseling, and college readiness
preparation (Rance-Roney, 2009). Successful and effective schools with ELLs have an
environment and a culture where students experience success due to the fact that they feel
wanted and welcome everywhere in the school. Educators should consider that even an
optimally designed program for English learners is not likely to succeed unless it is implemented
under the framework of an “effective” school (Aguila, 2010, p. 8).
Effective schools have the following qualities: safe and orderly environments,
high expectations for student success, strong instructional leadership, a clear
and focused mission, they offer opportunities for students to learn, students’
time on task is maximized, and home and school relations are evident.
(Nesselrodt, 2007, p. 446-452)
ELL students are successful and thrive in schools where the administrators and
counselors work together to individualize their schedules to their specific needs, and
administrators and counselors give students coursework in addition to their regular day schedule
to support their academic needs within a college ready plan for success (Rance-Roney, 2009).
Successful schools make sure that ELLs and faculty work together to in order to create a
curriculum that support all students and that offers student support and aligns the support
towards a college path of success (Rance-Roney, 2009).
Effective schools have common characteristics to support all students and every child.
Effective schools support ELLs by providing staff members with collaborative planning for
the purpose of improving instruction, developing and implementing staff development to
ensure student success, creating academic support systems that support and engage students,
and creating a culture and atmosphere of schoolwide support via mainstreaming through
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immersion and not submersion. A system’s effectiveness shows a capacity to survive, adapt,
maintain itself, and grow (Schein, 1980).
An organization’s effectiveness depends on how well the organization solves problems
after they have their identification (Schein, 1969). School effectiveness research includes five
institutional characteristics that correlate to superior student achievement, which are: a
positive school climate focused on student academic outcomes, a shared vision by highly
qualified staff, strategic monitoring and use of data for planning, strong community support,
and superior instructional leadership (Aguila, 2010).
Effective characteristics of ELL programs implement a curriculum that addresses
language, student academic needs, and the cultural backgrounds of all students (Aguila, 2010).
The characteristics also include high expectations and campus-wide accountability for ELLs
through strong leadership, highly qualified staff, district support as well as community
involvement (Aguila, 2010).
Effective schools plan instruction for their students. Research in five high schools in
California showed that well-implemented PLCs proved to be very successful in improving
student performance (Darling-Hammond & Friedlaender, 2008). DeFour (2004) defines PLCs as
educators that are committed to work collaboratively as a team in an ongoing processes of
collective inquiry and action research in order to achieve better results for the students they
serve. The five schools in the study allocated considerable time for teachers to collaborate.
Teachers were able to design curriculum and instruction while learning from one another. The
faculty of these schools set up time to organize extensive summer learning opportunities and
retreats in order to look at evidence of student learning and to plan and organize instruction
(Darling-Hammond & Friedlaender, 2008).
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The five schools in the study also used and modeled decision making and engaged in
different leadership roles to include: mentoring teachers, leading professional development,
running the performance-based assessment systems, developing advisory curriculum, conducting
data analyses, determining a schoolwide instructional focus, and helping manage the day-to-day
logistics of running the schools (Darling-Hammond & Friedlaender, 2008). In these schools
shared governance often involved students, parents, community members, and industry leaders,
that all supported the overall commitment to the vision and mission of the respective schools.
Successful schools engage in high-level planning across grade levels and programs that support
all students to include ELLs (Lindholm-Leary & Genesee, 2010).
Effective schools provide effective professional development for their faculties. It is
essential and of great importance to offer effective professional development opportunities to
educators. It is important that these professional development opportunities guide educational
practices and assist ELLs in their educational experience (Aguila, 2010). Effective school
programs that help to improve at-risk students have a strong comprehensive professional
development component, clear goals, ongoing assessments of student progress, well-specified
instructional components, and a full and high quality implementation design (Aguila, 2010).
The effectiveness of a school is dependent on the support from the school’s administration (May,
2007).
ELL students benefit the most from school reforms aimed at improving the education of
all learners. Such reforms include improving learning for all students via curriculum
improvement, professional development, and school reorganization (Ruiz-de-Velasco, Fix &
Clewell, 2000). These reforms look at the particular context of each school as every school is
different in the same ways as every child is different. Schools have different demographics,
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program models, community culture, and challenges that they face in educating all children and
closing the gap between non-ELLs and ELLs. It is time to move beyond the labels that confront
and restrict the ways schools serve adolescent ELLs and to move these students out of the
periphery of school reform efforts (Rance-Roney, 2009).
Professional Learning Communities
DeFour (2004), defines PLCs as educators who are committed to work collaboratively as
a team in an ongoing process of collective inquiry and action research in order to achieve better
results for the students they serve. PLCs operate under the assumption that the key to improved
learning for students is continuous, job-embedded learning for educators. The three big
questions that PLCs focus on are: 1) What are the children learning? 2) What should children
know and understand after every lesson and course? 3) What will we do if they do not learn?
The PLCs want to look at systematic processes that are in place to provide additional time and
support for students who are experiencing difficulty and were not able to learn lessons and units
presented to them. The other aspect the PLC looks at is what to do in case the students already
know the material introduced to them (DeFour, 2004).
DeFour (2004) stresses that PLCs need to build a collaborative culture where teachers do
not work in isolation or groups but rather in teams that will measure their effectiveness based on
results rather than intentions. All PLCs must have a shared mission, a vision, positive values,
and goals for student academic improvement. Another very important characteristic of PLC’s is
the work concerning collective inquiry in order to achieve goals that team members are mutually
accountable for (DeFour, 2004). Members of the PLC team are action oriented, always looking
at experimentation and are constantly turning their insights into actions. They recognize the
importance of engagement and experience in learning and in testing new ideas. They learn by
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doing. Finally, PLCs have a commitment to continuous improvement and always assess the
efforts based on tangible results (DeFour, 2004).
DeFour and Eaker (1998) mention that the engine of improvement, growth, and renewal
in a PLC is collective inquiry and collective dialogue. People who work in PLCs are relentless
in not wanting status quo, but in seeking new methods, testing those methods, and reflecting on
the results that come about from the methods (DeFour & Eaker, 1998).
Psencik (2009) mentions all the qualities that top-notch PLCs must have. Powerful PLCs
have clear expectations as to the roles and responsibilities for increasing student learning for
team members. They view themselves as eager and aggressive learners who share
responsibilities of leadership. PLCs hold high expectations for staff to engage in the community,
and they gently address a lack of commitment to the vision (Psencik, 2009). They intensely
focus on student outcomes and use multiple sources of data to drive community decisions, and
develop shared values and vision about the work of the PLC. They regularly assess their
strengths and weaknesses needed in order to move toward their vision. They also take full
responsibility for the quality of their work and the work of their students. They continuously
reflect, modify, and adjust their trade and determine areas for team learning (Psencik, 2009).
Javius (2009) mentions that in working with many courageous school leaders from highperforming and low-performing schools around the country, great principals always develop a
good vision that is clear to everyone. Great principals also follow through and understand
budgets, and more importantly are instructional leaders who are visible to teachers. Principals
are the ones that facilitate the implementation of PLCs and use data from those PLCs to make the
best and most effective decisions using data (Javius, 2009).
Real teamwork requires people to have faith in one another (Pritchett, 1999). DeFour and
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Eaker (1998) state that principals of PLCs lead through a shared vision and values rather than
through rules and procedures. The campus leadership is also instrumental in involving faculty
members in the shared decision-making and empowers individuals to act (DeFour & Eaker,
1998). Principals of PLCs need to provide the parameters to make good decisions when it comes
to PLCs and provide their staff with information and training (DeFour & Eaker, 1998).
Principals of successful schools establish credibility by modeling behavior that is congruent with
the vision and values of their school, and are always interested in the results their schools
generate (DeFour & Eaker, 1998).
School Collaboration and Planning
Collaboration and planning are essential components of PLCs. Teachers need time to
dialogue and collaborate as they share ideas and best practices (Nations, Serrano, Rojas &
Caldera, 2010). Teachers have been able to develop common lesson plans, common
assessments, and create more data that is reliable in order to plan instruction in their school
(Nations, Serrano, Rojas & Caldera, 2010).
Educator Dialogue
Educator dialogue is a key component of collaboration in PLCs. Teacher engagement in
direct dialogue regarding the curriculum and the focus for standards delivered in the classroom is
important (Perna & Davis, 2002). Gordon (2008) describes the meaning of dialogue as
conversation in a reciprocal relationship and mentions that active reflection in the dialogue
process plays a very important role. Dialogue turns reflective inquiry into a collegial process and
enhances both reflection and inquiry (Gordon, 2008). Dialogue and reflective inquiry about
teaching and learning facilitate communication and can take place among all stakeholders in
education (Gordon, 2008).
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Dialogue with supervisors and colleagues places teachers in a better position to reflect on
their practices and ask deeper questions about the issues of teaching and learning (Gordon,
2008). Dialogue is collaborative and it seeks common ground. Dialogue creates openness to
change, and seeks to use the strengths of all participants in order to better the possibilities for
solutions to problems (Gordon, 2008). Dialogue has shown positive results that complement
reflective inquiry and complement a path to improved learning and teaching (Gordon, 2008).
Dialogic collaboration and cooperation will play a big role in the education of marginalized
Latinos and African Americans, and it has shown to help students in the areas of communication,
motivation, and relation dimensions (Gay, 2000).
Findings of eight research studies reviewed by Losey (1997) provide support for
the pedagogical power of cooperative learning for Latino students by showing
improved academic achievement by Mexican Americans when they worked
collaboratively in groups. In this study, the ESL students concur with these
findings as they feel working in groups helps them academically. (Gay, 2005, p.
158)
Additional research conducted by two doctoral students focused on training teachers on
how to teach in a dialogical and democratic way (Sanchez, Araujo & O’Donnell, 2008). The
doctoral students modeled dialogue techniques as they trained teachers so in turn the teachers
could take those strategies back to their classroom. Horizontal and vertical collaboration based
on inquiry and rigorous intellectual dialogue helps to improve professional development
(Sanchez, Araujo & O’Donnell, 2008). Discussion and collaborative reflection provide preservice teachers with an authentic context in which to develop the skills and attitudes that
support reflective teaching (Jensen & Kiley, 2000).
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From a critical pedagogy and multicultural education perspective, the training of teachers
identified community, dialogue and student-centered pedagogy to be of significance. The
training incorporated reflection and dialogue in an effort to challenge both the hierarchical
structures and the status quo educational system that Freire (1970) describes (Sanchez, Araujo &
O’Donnell, 2008).
Javius (2009) mentions that we must continually provide the framework, practice, and
tools needed in order for educators to engage in the courageous type of dialogue that will help to
eliminate the racism of low expectations in our teaching and school practices. It is very
important that teachers communicate with each other with the purpose of producing positive
results that help students perform better (Perna & Davis, 2002). Fullan (2000) reports that in
successful schools teachers meet regularly to focus on assessment and instruction, and Schmoker
(2002) concurs by saying that successful schools will experience results when teachers
collectively consider how to design, adapt, and assess certain standards with instruction (Perna &
Davis, 2002).
Student Dialogue
The goal of PLCs is to improve student achievement. The goal is attainable by creating
lessons and curriculum in a collaborative setting that advocates for student dialogue (Hashley &
Connors, 2003). Reciprocal teaching improves the quality of our classroom dialogue as well as
creating the opportunity for all the students to be able to participate and provide input and offer
their thoughts (Hashley & Connors, 2003). Reciprocal teaching increases the confidence of the
students as well (Hashley & Connors, 2003). The 7th grade students from the study mentioned
that they were able to get into the conversations in class and to remain active participants. The
students also mentioned that reciprocal teaching helped them to understand other people's
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opinions and to express themselves more in many subjects because they had to think more than
usual (Hashey & Connors, 2003).
Jim Cummins (1986) makes a case for reciprocal interaction between the teacher and the
students as opposed to a transmission model of teaching. A central focus of the reciprocal
interaction model is that when students talk and write they learn. When using this model, the
students and the teacher are required to have genuine dialogue both in writing and orally. In this
model, the teacher is the facilitator of knowledge in class rather than one in control of learning.
This method allows for the encouragement of the dialogue of the students in the class as well as
the learning that happens in class. There are pedagogical approaches that empower and motivate
students to take control of their learning and collaborate actively with each other to achieve these
goals (Cummins, 1986).
Gay (2000) identifies dialogue as very important for student success. Dialogue among
the students in the classroom is critical especially in ESL classrooms where the students are
learning a second language. Tiedt and Tiedt (2005) mention that when students work in groups
or as partners, students talk to and learn from each other, and that this opportunity to interact is
preferred over having students always passively listen to a teacher lecture to them. Students
learn more about each other and share ideas as they work for a common goal while creating
academic dialogue in the classroom (Tiedt & Tiedt, 2005).
School Planning for Improved Instruction
Research on PLCs points to the importance of responsive planning for ELL success
(Lindholm-Leary & Genesee, 2010). One way that successful schools have accomplished this is
by creating cross-disciplinary school-wide teams that are inclusive. All the personnel at the
school include the ELL specialist, the content-area teachers who teach ELL students in the
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mainstream setting, the counselors, the administrators, and other school staff. These schools
create and utilize the highest levels of common planning periods where teachers meet regularly
to align curriculum to plan integrated cross-content projects in order to address student concerns
and monitor student progress (Rance-Roney, 2009). Other personnel including the librarian,
social worker, and technology leader are an integral part of the planning teams as they have
access to a wealth of information and services that are critical for the success of ELL learners at
school (Rance-Roney, 2009). Regular and substantial planning every week and throughout the
year is essential for the success of ELLs because it ensures an effective and efficient program for
the students (Lindholm-Leary & Genesee, 2010).
The high accountability standards for all students are forcing many schools to mainstream
their ELLs, and teacher collaboration may help the students stay afloat (Varela, 2010). Many
schools have redesigned and adopted teacher planning strategies that will help improve student
performance. In the five high schools studied in California, significant gains in the area of
improved instruction and getting students ready for college were evident and due to teacher
collaboration and teacher preparation (Darling-Hammond & Friedlander, 2008). All five schools
noted that the reasons for the success of their schools was that teachers, through active planning
and collaboration, allocated ample time to collaborate, design curriculum and instruction, and to
learn from one another (Darling-Hammond & Friedlander, 2008). Teachers were allocated seven
to fifteen days a year per school year in order to dialogue and share ideas about their craft.
During the week, schools set aside at least a couple of hours to plan and identify student
academic concerns and challenges the students at their respective schools were facing (DarlingHammond & Friedlander, 2008).
In the planning process, teachers learn from one another while constructing a meaningful
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and engaging curriculum (Pardini, 2006). Teachers spend time reflecting on the effectiveness of
their collaboration and adjusting their instructional practices as needed. Collaborations with
ELL teachers have helped regular classrooms understand the challenges their non-English
speaking students face. This has created an atmosphere and environment where teachers
working with ELL students are more willing to share the responsibility of educating such
students (Pardini, 2006). There are great potential benefits in teachers talking with teachers from
the same grade level as well as from other levels about what students really need to know and be
able to do (Perna & Davis, 2002, p. 15).
Research shows how planning for the success of all students in a way that is culturally
responsive is very important in all schools (Cushner, McClelland & Safford, 2003). Teacher
planning is a key component in reaching the needs of ELLs. The teachers’ understanding,
comprehension and reflection are very important in the planning process. Teachers are able to
scrutinize their teaching material, as what they feel is fit to teach (Ornstein, Ornstein & Pajak,
2007). Vertical and horizontal planning need to be able to take into consideration the students
they serve, not just the content that is taught. Planning for teachers is very worthwhile if they are
able to reach out and help all students. This will create the inclusive pedagogical classroom
(Cushner, McClelland & Safford, 2003).
The schools, while planning work towards best practices and student supports in order to
improve instruction, must consider the incorporation of mentoring and coaching systems for
teachers as part of their planning process (Darling Hammond & Friedlander, 2008). Working
with teachers is instrumental in the success of schools. In staff meetings, teachers should engage
in focused inquiry about problems of practice (Darling Hammond & Friedlander, 2008). The
discussion and topics such as improving curriculum or attendance take place on behalf of
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students in their respective schools. Teachers should be engaged in conversations that discuss
how students learn, how students think, curriculum, and standards as they collectively evaluate
student projects and portfolios (Darling Hammond & Friedlander, 2008).
Curriculum planning (Jacobs, 2007) by teachers at all levels from elementary to high
school needs to focus not just on aligning curriculum but also getting all students to problem
solve and solve real life problems in the classroom. In the business world, it is typical to identify
a problem and determine the best group or groups of people that will be able to solve the
problem (Jacobs, 2007). Education is like a business in that it cultivates the growth of our
learners and aims to turn the growth of new knowledge as it builds professional growth (Jacobs,
2007). For example, successful staff development programs are those that provide regular
opportunities for participants to share perspectives and seek solutions to common problems in an
atmosphere where colleagues work together with the upmost professionalism and respect in
order to have successful planning opportunities (Ornstein, Ornstein & Pajak, 2007).
One of the goals in the planning process for educators is to explain how one should
improve inter-group and intra-group interactions (Cushner, McClelland & Safford, 2003). As
educators in the planning process, there is certainly room for improvement in all aspects of this
area. It is in schools, perhaps more than in any other social setting, where opportunities exist to
have close and regular interactions with a wide variety of people. In the process of change, we
must cherish these opportunities to make a positive difference in student lives in an inclusive
way that addresses issues of diversity (Cushner, McClelland & Safford, 2003).
Teamwork
The research shows PLCs have effective and productive teamwork by educators for the
success of students that is vital in helping students reach their academic potential. This type of
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teamwork requires leadership from all of its members (Pritchett, 1999). A team working
together will attain better results as opposed to individuals working towards personal individual
job roles and responsibilities. The teamwork approach is one that contributes a great deal to
organizations like schools (Pritchett, 1999). Largely, today’s curriculum writing team should be
a self-directed team (Campbell & Harris, 2001).
In high performance teams, the players police themselves (Pritchett, 1999). High
performance team members do not rely on someone else like a supervisor or whoever is in
charge to make sure things are going well with the team. Team members show superb selfdiscipline when individuals hold themselves and each other accountable for top-notch results.
The leaders in the teams should not have to keep everyone in line when not supervised, as the
supervisor cannot be everywhere all the time. Teamwork really comes down to the simple
matter of individuals working together while exhibiting self-control (Pritchett, 1999). Everyone
on the team, to include the team leader, should be a watchdog to monitor the team’s
effectiveness, and keep an eye on teammates - who needs encouragement, who is out of line,
who is confused? Those are the questions to keep in mind (Pritchett, 1999, p. 42).
Teamwork needs the alignment with the continuous improvement and experimentation in
order to be able to facilitate change (Ornstein, Ornstein & Pajak, 2007). Teamwork and
collaboration must be balanced and include all stakeholders in schools to include teachers,
administrators, and non-instructional staff members who have the common goal and vision of
always seeking better practices (Ornstein, Ornstein & Pajak, 2007). Teams are able to be more
productive than groups that have no clear vision and performance objectives. Team members, as
opposed to groups, are committed to delivering tangible performance results. Teams and
performance come together in order to create a powerful combination (Katzenbauch & Smith,
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1993). Working on a self-directed team is usually energizing and rewarding (Campbell &
Harris, 2001).
Academic Literacy Support for ELLs
ELL students need to master cognitive academic language on grade level in content
area classroom learning. The only way students can achieve this is by receiving academic
support in the area of reading, which will be essential for students to grasp content area
knowledge and develop cognitive academic language proficiency (Bowman-Perrott, Herrera &
Murry, 2010). ELL students benefit from schools that have strong literacy programs and use
techniques such as the use of concrete gestures, visual aids, consistent routines, rich content
vocabulary, and engaging rigorous instruction aimed at improving reading comprehension
(LeClair, 2009). Secondary teachers continue to struggle with the challenge of meeting the
content curriculum standards of their content areas while concurrently addressing the content
literacy needs of their ELL students (Perez & Holmes, 2010, p. 33). Many researchers are
always examining the academic support systems that ELL students need to meet the challenges
of today by looking for ways increase the progress of ELLs through academic interventions
(LeClair, 2009).
Teachers can help ELLs achieve the content curriculum standards by building on
students’ prior knowledge and schema and by using cognitive strategies. Teachers can also help
students learn how to summarize key terms, learn to take notes, and make inferences based on
existing knowledge (Perez & Holmes, 2010). ELLs will improve academically when using
metacognitive strategies in the classroom such as graphic organizers, outlines, and study guides
as well as learning to self-assess learning and thinking (Perez & Holmes, 2010). ELL students
also learn in classrooms and improve academically when teachers promote the use of social and
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affective strategies that incorporate teamwork by working in teams (Perez & Holmes, 2010).
Teachers should also use teaching and learning strategies that are rich in cooperative learning
and strategies that help to model high level questioning while the students are engaged in
academic learning (Perez & Holmes, 2010).
Culturally Responsive ELL Classrooms
It is an old cliché that “nobody cares about what you know, until they know how much
you care.” When planning curriculum, teachers need to make sure that the needs ELL students
are a priority. ELL curriculum needs to have culturally responsive instruction that validates the
students' backgrounds (Daniel, 2007). These recommendations are not revolutionary or new and
unfamiliar to teachers. Good instruction for ELLs benefits all learners (Daniel, 2007).
Second language learners face many challenges when they come to a new country with a
new language and a new culture. Educationally, they face challenges in a country where
English-only legislation such as the one in California forces students into learning English at the
expense of their native language and culture and does not allow for students to maintain their
rich cultural heritage (Garza, 2006).
Manifestations of English-only anti-immigrant stances (Vasquez, 2003) include
initiatives to dismantle affirmative action (Proposition 187), and abolish Bilingual Education
(Proposition 227). These initiatives reinforce an ill-conceived notion of what it means to be
“American” and what it means for its citizens to benefit from the nation’s social and economic
reserves (Vasquez, 2003). Based on linguistic and cultural differences, these negative initiatives
designate sectors of society as illegitimate constituencies, unworthy of equitable access to
resources while at the same time falsely presuming a society of “equal rights for all” (Vasquez,
2003, p. 4). In addition to the potential loss of culture and heritage, immigrants face a whole
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spectrum of economic challenges.
Changing immigration policies, seasonal labor, language policy, and
discrimination have precipitated changes in thought, as well as behaviors and
practices. In the face of social hostility, at the household level, cultural practice is
manifested in linguistic, literacy, religious and cultural traditions or events. Such
events provide families with a sense of belonging, solidarity, and ethnic identity.
For example, family rituals such as birthday, quinceaňeras, outings, and visitas de
respeto, provide a sense of belonging to the family, and reaffirm family solidarity
by bringing relatives together frequently. (Gonzalez, Moll & Amanti, 2005, p.
126)
The way to involve all students in learning is through a culturally responsive curriculum
that includes student experiences according to Chiarelott (2006). This can be accomplished by a
project defined as contextual teaching and learning (CTL) where teachers engage and motivate
their students to make connections between the knowledge and family, citizens, and workers in a
real world setting around them (Chiarelott, 2006).
Building background and schema is very important especially for non-native speakers of
English, and those with low levels of English proficiency (Spangenberg-Urbschat, & Pritchard,
1994). One way to establish mediated relationships is to analyze funds of knowledge by
incorporating classroom activities that connect the household to the classroom and the classroom
to the household (Reyes & Halcon, 2001). Assisting second language students in
comprehending content material by tapping into the students’ background knowledge is very
important. Schools that maximize the use of the students’ cultural and home funds of knowledge
bridge the home to the school and make literacy learning connected to the real world. Second
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language learners write in such a way that their papers reveal cross-linguistic and cross-cultural
influences and aspects of the hybridized cultural identity they had and shared with their families,
schools, and communities (Perez, 2006).
The process in acquiring English as a second language needs to be a focus of instruction
(Daniel, 2007). Second language learners as readers bring to the table their linguistic and world
knowledge in order to construct meaning. In some cases, cultural origin of text plays a greater
role in comprehension than does language complexity (Spangenberg-Urbschat, & Pritchard,
1994). By valuing students' cultural and social needs, the culturally relevant pedagogy implies
how ELLs need to be served in order to be engaged in learning and be successful in the
classroom (Yoon, 2007, p. 217).
Perez and Holmes (2010) note that academic literacy considerations related to the
sociocultural dimension include how a student socializes to literacy according to the student’s
culture and family background. Academic literacy considerations relate to the sociocultural
dimension according to the types of resources and literacy found around their home (Perez &
Holmes, 2010).
Second language learners engage in learning in the “zone of proximal development” and
use their cultural backgrounds as a way to bring their funds of knowledge in order to optimize
their learning (de Jong & Howard, 2009). Native speakers can provide second language learners
the necessary modeling and practice about how language is used to perform a variety of tasks
allowing students to maximize their engagement with the language within their ‘zone of
proximal development’ (de Jong & Howard, 2009). Dworin (2006) stresses the importance of
using the valuable knowledge students learn from school and their community in the classroom
setting as a resource in their academic assignments. The funds of knowledge approach helps
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students to draw on knowledge and experiences and show them that their lives outside of school
have meaning and importance within the classroom. This orientation also fosters parent and
family participation in school life and students’ learning (Dworin, 2006). When these funds are
utilized, they enrich curriculum for bilingual students who often receive an impoverished
curriculum or cultural tracking based on a deficit perspective of student capabilities (Spence,
2009).
Understanding biliteracy and more importantly how it needs to be embraced in
classrooms is important for educators building upon the languages and cultural identities of
Latino students (Reyes & Halcon, 2001). The socio-cultural dimension related to the culturally
and linguistic diverse (CDL) is one that students hold dear to them because it defines them as
individuals (Perez & Holmes, 2010).
In order to be able to educate citizens so that they will make decisions and take actions in
the public interest, schools need to be able to promote political, economic, and cultural
democracy (Banks, 2006). In order for all citizens in the U.S. to make decisions in the public
interest, teachers need to know knowledge, skills, and positive attitude that help transform their
classrooms and schools into a place of democracy where the implementation of a culturally
relevant or responsive curriculum is achieved (Gay, 2000). The research shows that when
teachers use knowledge about the cultural and social contexts of their students when
implementing and planning instruction, the academic achievement of students has the potential
to increase (Banks, 2006).
Research Models that Incorporate Effective Practices
Researchers have developed a model integrating second language academic support
structures (Gonzalez, Yawkey, Minaya-Rowe & 2006; Ovando, Collier & Combs, 2003). They
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identify four major components to explain second language learning and learning in a second
language:
1. Sociocultural, in which the students learn the second language in situations that occur
in their everyday lives.
2. Language development, through the subconscious and conscious aspects of language
learning.
3. Academic development, by learning academic knowledge and conceptual
development in all content areas or the curriculum.
4. Cognitive development, which is the subconscious, natural process that occurs
developmentally from birth to schooling and beyond
In addition, the Center for Research in Education, Diversity and Excellence (CREDE)
identifies five standards to provide teachers with tools to enact best teaching practices.
1. Joint productive activity, when experts and novices work together for a common
product or goal.
2. Language development, fostered best through meaningful use and purposeful
conversation between teachers and students
3. Contextualization, which utilizes students’ knowledge and skills as a foundation for
new knowledge.
4. Challenging activity; ESL students are not often challenged academically on the
erroneous assumption that they are of limited ability
5. Instructional conversation, promoted through dialogue, by questioning and sharing
ideas and knowledge.
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Quality Extended Instructional Time
Current research emphasizes the needs for added time. The research shows that schools
that experience success with ELL learners also give the students extended time to learn. Short
and Fitzsimmons (2007) recommend adopting flexible student pathways that may entail an
extended school year or day schedule and night and weekend classes (Rance-Roney, 2009).
ELLs benefit from extended academic support that schools and school districts offer in order to
assure their success.
ELLs are able to benefit from schools offering extra time before school, after school, and
on weekends to give them an opportunity to catch up in their studies and many times advance in
their studies (Vasquez, 2003). ELLs also benefit from strong and supporting academic learning
programs that focus on literacy development in all classes with an emphasis in academic
vocabulary (Goldenberg, 2008). ELLs also benefit from schools that are responsive to their
social and cultural backgrounds (Daniel, 2007). ELLs benefit from schools that are able to put in
place academic learning supports that help the academic and social development at those
schools, and from those support systems, which add instructional time beyond the school day
(Vasquez, 2003). One noted example of the use of effective added instructional time for ELLs
was the use of after school time to enrich student learning in La Clase Magica (Vasquez, 2003).
A language-developed curriculum should focus on the full range of language
competencies that lead students to learn academic content and improve social language. It
should also focus on a curriculum created by ELL teachers who are the experts from schools and
from the field (Rance-Roney, 2009). ELLs need extra time to accomplish their academic work.
Schools offer a great deal of after-school classes just for ELLs so that are able to get more help
in addition to the help they were able to receive during the school day. For instance, some
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schools offer classes in English language and vocabulary just for newcomers (Goldenberb,
2008).
Professional Development for Teachers of ELLs
ELL students are able to get academic support in schools where all content teachers are
responsible for academic literacy development and academic content learning of all students. In
such schools, the expectation is made very clear that all teachers must participate in staff
development each and every year that will help to improve their capacity to fulfill their
responsibility in making ELL and all students successful (Meltzer & Hamman, 2006). The
principal and leadership team in effective and successful schools conduct literacy walk-throughs,
set annual goals with teachers, observe classrooms, make time for sharing successful strategies at
faculty meetings, and ensure that there is an abundance of adequate content-area reading
materials (Meltzer & Hamman, 2006). The administrators at these schools engage in
professional development activities and make connections between expectations for literacy
support and development (Meltzer, & Hamman, 2006).
The growing population of ELLs, along with the increasing inclusion of ELLs in
regular classrooms, has placed rising demands on regular education teachers. Now
many teachers, who were not trained to teach students who are learning English,
are doing so. With additional preparation, though, regular education teachers can
succeed with a linguistically diverse student population. (Thompson & Barnes,
2007, p. 151)
Many districts are in a position to offer relevant professional development to teachers in
an effort to meet the needs of increasing numbers of English learners (Batt, 2008). Due to school
initiatives to help ELLs and due to NCLB’s demands, many schools have realized the need for
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staff development. Batt (2008) noted that faculty identified ESL curriculum, second language
literacy methods, sheltered English instruction, ESL methods, and newcomer centers as areas
where they needed training in order to improve the academic performance of the ELL students
and the school. Faculty also identified the need to get more help with ELL strategies and receive
effective professional development in the area of second language acquisition. This clearly
shows how campuses are giving ELL learning importance and a priority that has always been
needed (Batt, 2008). Teachers need to be able to help to develop the literacy skills of ELLs.
Staff development for teachers is essential and very helpful for not just for them but especially
for their students (Meltzer & Hamann, 2006).
In order for ELL learners to be successful at becoming college-bound and in academics,
they must be taught by highly trained English as a Second Language specialists who have
extensive knowledge of linguistics and can teach advanced ELLs academic discourse (RanceRoney, 2011). ELL students now attend mainstreamed regular grade-level classes, and the
teachers working with the ELL students need to be trained in theory and research as to how to
best serve ELL learners in their classrooms. While many mainstreamed teachers have good
intentions and care about ELL learners, many times they do not know how to help them be
successful (Varela, 2010). Teachers need to learn tools via staff development to be able to
incorporate effective and essential strategies and techniques into lessons so that English learners
are not just sitting alongside native English-speaking students, but also learning with them
(Varela, 2010).
There are many ELL mainstream teachers as well as ELL teachers that have received
professional development centered on the Sheltered Instruction Observation Protocol (SIOP)
which has proven to be an effective tool for improving ELL student learning (Varela, 2010). The
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SIOP model (Echeverria, Vogt & Short 2004) is a model developed for teaching language and
content to ELLs. The program is a lesson planning and delivery approach composed of 30
instructional strategies grouped into eight components that are overarching. The eight
components are: preparation, building background, comprehensible input, strategies, interaction,
practice/application, lesson delivery, and review and assessment (Nesselrodt, 2007).
SIOP shows teachers how to incorporate all 30 features into lessons and units using
practical examples that are beneficial because they use strategies such as the peer coaching
approach that is backed by research. Teamwork and partnerships are encouraged in order to use
the 30 features to evaluate everyone’s instruction in a structured and systematic way that is not
threatening but enjoyable (Varela, 2010). The idea from SIOP is to “shelter” which means to
make academics comprehensible to ELLs (Echeverria, Vogt & Short, 2004). There are eight
critical components that are identified in professional development training which are:
theoretical knowledge, specific teaching and learning strategies, lesson planning, modeling,
practice, feedback and in-class coaching, independent application and analysis, and program
coherence (Aguila, 2010).
Many districts give credit to their staff development as the key to the success of their
students in the improvement in academic achievement of their non-English speaking students
because it is site-based, authentic, and targeted to individual school needs (Pardini, 2006). Since
districts are aligning ELL instruction and integrating it to the district's standards-based
curriculum, now everyone works towards the same standards and same curriculum (Pardini,
2006). As a result, everyone also benefits from district-wide reform initiatives and a
comprehensive reform model that helps ELL learners improve academically in the areas of
reading, writing, mathematics, and science (Pardini, 2006). These initiatives are put in place
48

in an effort to close the achievement gap between ELLs and non-ELLs.
Accountability has made people more responsible….So we have seen a dramatic
improvement that our kids have made, and it's also that whole system has also
made us accountable for every child. And you know it's made us turn our
attention toward meeting the needs of all those kids. It's just really raised our level
of awareness and heightened our level of awareness…. And when we first started
looking very carefully at the accountability system suddenly everybody realized
the need for staff development. So we have used that as the impetus to make
changes. (Skarla, Scheurich & Johnson, 2000, p. 18)
Chapter Summary
This chapter discussed the demographics of ELLs in the United States, and the ELL
achievement gap in the NAEP exam is documented when compared with native English
speakers. The different types of bilingual and English as a Second Language programs and their
effectiveness were described in the chapter as well as the importance of mainstreaming. Under
NCLB, teachers have to be highly qualified and certified to meet the needs of ELLs, and in the
United States the teachers that are able to serve the academic needs of ELLs is not up to par with
the number of students that are represented in the ELL population.
This chapter described what effective schools do to make sure all of their students are
successful. One of the components of effective schools is PLCs because they promote
teamwork, educator dialogue, and student dialogue as well as school planning for improved
instruction. Academic literacy is explained and its importance in the academic performance of
ELLs. Also very important for ELLs, is their democratic participation in culturally responsive
classrooms. It is important that ELLs are professionally trained to serve the needs of ELLs. It is
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also very important for teachers to offer their students extended time in an effort to give their
students optimal opportunities for learning and success. Effective research models that
incorporate practices for ELLs are needed.
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Chapter 3
METHODOLOGY
There are currently three major research paradigms in education: quantitative research,
qualitative research, and mixed method research. Quantitative research methods rely primarily
on the collection of numerical data (Knafl & Howard, 1984), while qualitative methods utilize
approaches that provide narratives through contextual reporting and direct quotations from
research participants (Tashakkori &Teddlie, 2003). Mixed methods involve the combination of
both quantitative and qualitative research methodologies.
In this research, a sequential explanatory mixed methods design (i.e. a correlation study
and multiple regression study) was used to analyze the five PLC variables from surveys
answered by ELL and non-ELL students at Borderland High School. The quantitative phase
analyzed the impact the variables had on ELL academic performance. After this phase,
interviews were conducted with both ELLs and teachers of ELLs which generated a narrative of
findings and conclusions (Knafl & Howard, 1984). In the qualitative phase of the study, the
research looked to make the strange familiar and the familiar strange (Spindler & Spindler,
1982), meaning that as things were described and analyzed, they might not have been as simple
or complex as one might have expected.
Mixed Methodology
In mixed methods research, the researcher uses the quantitative research paradigm in one
phase of the research and a qualitative paradigm for the other phase of the study (Tashakkori &
Teddlie, 2003). In general, mixed methods methodology represents research that involves
collecting, analyzing, and interpreting quantitative and qualitative data in a single study or in a
series of studies that investigate the same underlying phenomenon (Leech & Onwuegbuzie,
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2009, p. 265). In this study the researcher opted to conduct the quantitative correlational and
multiple regression designs first, followed by the qualitative design involving participant
interviews.
Quantitative Methodology
Creswell (1994) defines quantitative methodology as research that explains phenomena
by the collection of data that is analyzed using mathematically based methods, and it identifies
statistical relationships (Tashakkori & Tedlie, 2003). In this research, a quantitative correlation
and multiple regression study was conducted by having ELLs and non-ELLs answer an online
survey to determine the correlation between PLCs and the academic performance of ELLs with
respect to the five variables. A statistical relationship in this study resulted when changes in one
variable were accompanied by consistent and predictable changes in the other variable (Gay,
Mills & Airasian, 2005). The second phase of this study involved qualitative research
methodology.
Qualitative Methodology
Qualitative research is a term that signifies an umbrella for different types of methods
that use language data that is grouped to produce narrative research (Polkinghorne, 2005). In
this study, language data was collected from participant interviews to produce narrative reporting
findings as to the effectiveness of PLCs and the impact they had on ELLs at Borderland High
School.
Research Questions
There are four guiding questions that guided the research in this study:
1. Do PLCs show a positive relationship in improving the academic performance of
ELLs, as operationalized by the TAKS exams?
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2. Which are the variables in this study that had the highest significance in value for
ELLs?
3. According to the ELL students in the study, why do variables with the highest
significant value make an impact on the academic performance of ELLs, as
operationalized by the TAKS exams?
4. According to the teachers in this study, why do the variables with the highest
significant value make an impact on the academic performance of ELLs, as
operationalized by the TAKS exams?
A correlational study and a multiple regression analysis were conducted with the first two
research questions as part of the quantitative phase. The third and fourth research questions were
addressed in the qualitative phase through student and teacher interviews.
Research Study Design
The research design utilized in this study, a sequential explanatory mixed method, was
used to assist in explanation and interpretation of the findings in the quantitative portion of the
study (Tashakkori & Teddlie, 2003). The first part of this study included the administration of a
scale that aimed at answering the first research question through a correlational study. This was
done by collecting the data from the ELLs and non-ELLs at Borderland High School via surveys.
The second research question of the quantitative study was analyzed by conducting a multiple
regression study on the five variables of the PLC.
After analyzing the results and the significance of this data, the researcher proceeded to
the qualitative phase and conducted the student and teacher participant interviews that aligned
with results generated from the quantitative studies.
The goal of this sequential mixed methods design was to find out which were the most
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impactful variables of PLCs and the reasons from both the student and teacher perspectives.
Unexpected results were a possibility in this study as opposed to just the possibility of expected
results because of the uncertainty of the perceptions the participants interviewed might have had
(Tashakkori & Teddlie, 2003).
Figure 5 illustrates phase one and phase two of the sequential explanatory mixed methods
design.
Phase 1
-First Step
• Quantitative
Study
• Pearson
ProductMoment
Correlation
Study
• Data
Collection
• Data Analysis

Phase 2
-Next Step
• Qualitative
Study
• Participant
Interviews and
Observations
• Data
Collection
• Data Analysis

Phase 2
-Last Step
• Sequential
quantitativequalitative
analysis
• Interpretation
of the entire
analysis

Figure 5. Explanatory Sequential Mixed Methods Design
A Correlational Study in the Quantitative Phase
A correlational study was used to find out the relationship between the variables under
the PLC umbrella and to measure the impact those variables had on ELL academic performance.
This research utilized the Pearson product-moment correlation which is by far the most common
correlation procedure that measures linear relationships and measures the degree and the
direction of the relationship between two variables (Gravetter & Wallnau, 2009).
As part of the correlation study, an online survey was administered to ELLs and nonELLs at the high school to gather data on how they perceived the usefulness of the five variables.
This data was entered into SPSS (2011) in order to analyze the effectiveness of the PLC
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variables. A multiple regression study then followed the correlation study.
Multiple Regression Study in the Quantitative Phase
A multiple regression technique was used in order to find out which variables had the
highest significance in academic value for ELL academic performance. A multiple regression is
a statistical technique that predicts values of one variable based on two or more predictor
variables, which in this study were the five PLC variables. The multiple regression data was
conducted and examined through the statistical package of SPSS.
Table 3 illustrates the statistical techniques used for the quantitative phase in this study
by applying the Pearson-product moment correlation and multiple regression statistical
techniques.
Table 3. Quantitative Statistical Techniques
Quantitative
Statistical Technique
ELL and non-ELL Students (Student
Pearson Product-Moment Correlational
Scale)
Analysis Study that addressed the first
research question of this study.
ELL and non-ELL Students (Student
Multiple Regression Study addressed
Scale)
research the second question of this
study.
Interviews in the Qualitative Phase
Interviews were conducted with non-ELL and ELL students and teachers of ELLs at
Borderland High School who had participated in the online survey activity. All participants were
asked to elaborate on the variables that they believed had the most impact for ELL academic
performance. Semi-structured interviews were used to seek fluidity and flexibility in a process
that aimed at retrieving reliability in analysis and results. Both teachers and students were asked
to elaborate on their answers and to give different examples to support their responses.
The consistency in conducting interviews was maintained by reading the instructions to
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every participant in the same way, asking the questions in the same order, and using the same
phrases when paraphrasing if a participant did not completely understand a question (Patton,
1987). The research team avoided agreeing or disagreeing with a participant during the
interview process as to not create a bias. In addition, the research team avoided making
comments that could be judgmental in nature as they related to the participant’s answer. The
research team also stayed away from suggesting and interpreting answers to questions asked or
from giving personal opinions (Patton, 1987). This was important in order to keep the study
impartial and unbiased.
Participants in the Quantitative and Qualitative Phases of Study
Both ELLs and non-ELLs participated in the quantitative correlation and multiple
regression studies and their data was recorded. There were a total of 150 ELLs and 150 nonELLs selected randomly to participate in the 11th and 12th grade. They were asked to answer
survey questions regarding the five components of PLCs as they applied to their learning and
academic performance at the high school.
In the qualitative phase of this study, 9 ELLs and 9 non-ELLs from the pool of the
students who participated in the quantitative phase of the study participated in the interviews. In
addition, 9 teachers of ELLs were interviewed for this phase. Teachers selected to interview
worked closely with ELLs at the high school in an effort to improve their students’ academic
performance.
Non-ELLs were included in the study in order to do a comparative analysis and find out
possible differences in the educational experience and academic performance between ELLs and
non-ELLs. The same procedures for both administrating the survey and conducting the
interviews were used with ELLs and non-ELLs.
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Table 4 shows the ELL participants and the non-ELL participants of both the quantitative
survey phase of the study and the qualitative interview phase of the study. The teachers were
only participants in the interview phase. Both the quantitative and qualitative measures were
used to inform the research about the possible academic impact the professional learning
variables have on ELL academic performance at Borderland High School.

Sample
Population
Quantitative
Survey

Qualitative
Interviews

Table 4. Sample Populations
ELL/non-ELLs Teachers of ELLs
Students
150 ELLs (11th
n/a
th
and 12 )
150 non-ELLs
(11th and 12th)
9 ELLs and 9
10 teachers
Non-ELLs

Rationale
The impact of
PLCs on ELL
student learning
Interview
questions about
the impact of 5
variables.

Quantitative Sampling Technique
The quantitative method used in choosing the ELL students for this study was a stratified
sampling technique. In a stratified sampling technique the researcher divides the entire
population into small subgroups based on similar traits or characteristics and selects participants
randomly from this subgroup population.
Stratified sampling is a way to guarantee desired representation of relevant
subgroups within the sample. In other words, some populations can be
subdivided into subgroups, known as strata (one is called a stratum). Stratified
sampling involves strategically selecting participants from each subgroup. When
a research goal is to compare the behavior of participants from different
subgroups of the population, stratified sampling is the best approach. (Gay, Mills
& Airasian, 2005, p. 127)
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Qualitative Sampling Technique
For the qualitative part of the study, a purposeful sampling technique was used. In
purposeful sampling, the researcher is targeting a specific group for a specific purpose (Gay,
Mills & Airasian, 2005). The selection of these students was random, and the goal was to find
out the student point of view on why the components of the PLC impacted their academic studies
and why some did not.
For teachers selected for the interviews, a purposeful sampling technique was used as two
were randomly selected from a pool of teachers from each core area of Math, English/ESL,
Science, and Social Studies. Two teachers from each core area were randomly selected to
participate in this study as to give every core area subject at the high school an opportunity to
participate in the study.
Instrumentation
Certain measures were taken to create an instrument that was both reliable and valid. The
questions of each item of the survey were created by the principal researcher and revised by
research team. Questions were created that focused on rating the variable in an accurate way.
Questions were created in a manner where the students were able to answer the questions
without being confused, and had to be developed to ensure that students understood what was
being asked. The research team reviewed the questions for accuracy and for appropriateness for
the participants in the study. The questions were also developed into Spanish for ELLs because
of their limited English proficiency.
The researcher and the research team carefully reviewed the scale. Each question aimed
at providing information on each variable and its effectiveness in improving the academic
performance of ELLs. The survey included 5 variables and each variable had 5 questions. This
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meant that the PLC had 25 questions. Each question had a number designation from 0 to 3, and
each variable had a number designation from 0 to 15. The PLC had a number designation from 0
to 75.
Figure 6 shows the five variables of the PLC in this study.
Five PLC Variables

Professional
Development

Academic
Literacy

Teacher
Collaboration

Extended
Time for
Learning

Teacher
Planning

Figure 6. PLC Variables
The five PLC variables in this study were: professional development, academic literacy,
teacher collaboration, extended time for learning, and teacher planning.
The questions that focus on Professional Development were as follows:
1.

Is instruction in my classroom a high priority?

2.

Is the level of classwork challenging in my classroom assignments?

3.

Is the high level of instruction I receive consistent among all of my classes?

4.

Is it evident that my high school is preparing my teachers to give me the best
education possible?

5.

Am I aware of teachers receiving any training to improve instruction in my
classroom?

The questions that focused on Academic Literacy (Reading, Writing, Speaking, and Listening)
were as follows:
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1.

Is reading, writing, listening and speaking a high priority in my classrooms?

2.

Do I spend enough time in my classrooms improving my reading writing,
listening and speaking?

3.

Is it evident that the lessons in all my classes include reading writing, listening
and speaking?

4.

Outside of my Reading/English classes, do my other classes focus on reading and
writing?

5.

Are my teachers prepared to address reading writing, listening and speaking in the
classroom?

The questions that focused on Teacher Collaboration were as follows:
1.

Do my teachers work with each other in order to improve instruction?

2.

Is it evident that my teachers work together my schoolwork throughout the school
day?

3.

Are teachers working together a priority at the high school?

4.

Do the lessons in my classes show evidence of teachers working together?

5.

Do my teachers work together when planning projects or activities at the high
school?

The questions that focused on Extended Time were as follows:
1.

Are there opportunities for me to get additional time for instruction outside of the
school day?

2.

Is additional support through extra instructional time a school priority?

3.

Do my teachers offer opportunities for extra help outside of the school day when I
need help?
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4.

Do I feel comfortable asking for additional academic help outside of the school
day?

5.

Has extra and extended academic time helped me academically at the high
school?

The questions that focused on Teacher Planning were as follows:
1.

Is teacher planning evident through my schoolwork?

2.

Is teacher planning for improved instruction a priority at the high school?

3.

Does the instruction delivered by my teachers’ shows evidence of planning for
instruction at the high school?

4.

Do teachers plan together for the instruction of all students?

5.

Do teachers mention to the students that they plan together with other teachers?

Quantitative Data Collection Procedures
Only students that volunteered and signed parent consent and student assent forms
participated in the research. They answered the questions online in a computer laboratory and in
groups of 25. They were given as much time as they needed to take the survey, and were
afforded four facilitators to provide clarifications or possible translations from English to
Spanish if needed. Before the survey began, students were reminded both in English and in
Spanish and that their names would not be published in the results. ELLs at Borderland High
School were invited to find out about the results of the study once completed.
The ELLs and non-ELLs that participated in the study answered 25 questions. The
survey took between 20 to 40 minutes to complete. The survey also gathered data about their
educational experience and academic performance while attending classes at Borderland High
School. The data was to inform how the students felt regarding the five PLC variables at the
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high school. The answers from the scale were saved in the computer system at the high school
in a secure file where only the principal researchers had access.
All students taking the survey knew and understood about the study and the goals of the
study. The students took the survey in classes with only students who were part of this study.
The research team assured students of this so that they would feel comfortable.
Qualitative Data Collection Procedures
During this phase of the research study, project students and teachers were interviewed to
determine which the most effective or least effective PLC variables were. The total amount of
time that any participant spent during the interview process did not exceed one hour. The
interviews took place in Borderland High School’s library. The interviews were audiotaped and
recorded, and the data was transcribed.
Quantitative Statistical Data Analysis
The quantitative data for this study was analyzed in two ways. First, in order to answer
the first question of this research study, a Pearson product-moment correlation was used. The
second research question in this study was analyzed by using a multiple regression. The first
research question in the study was analyzed through a correlational study to show whether the
PLC variables had a positive relationship in PLC academic performance. The second research
question was analyzed through a multiple regression to show which variables had the highest
significant value in regards to the impact they had on the academic performance of ELLs.
Qualitative Data Analysis
The qualitative data from participant interviews of ELLs, non-ELLs, and teachers of ELL
students was analyzed by constant comparison methods. The results were analyzed,
disaggregated, interpreted, and reported in this study. The accumulated data explained and
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justified, and the way this was accomplished was by getting into the routine of not taking
anything for granted from the answers derived from the interviews (Mason, 2002). A goal of this
research was to have data that was transparent and had the utmost integrity as the logic of the
study was continuously explained to all the participants of the study (Mason, 2002).
Quantitative Data Reporting
The quantitative data generated from the student scales provided descriptive data that was
reported as data findings in chapter four of this study. ELL and non-ELL mean averages for
each of their state assessments in English, Mathematics, Social Studies, and Science were
entered in SPSS as those scores would be used in order find out possible achievement gaps
between both groups. The correlations of any of the 5 variables with any of the variables in the
study to include the PLC as a whole were reported to gauge the significance they had in ELL
academic performance. In addition, descriptive data was generated by including gender, grade
point average, class ranking were entered in SPSS. In the case of ELLs, years in United States
schools was also entered in SPSS that generated descriptive data.
One-way descriptives were used to determine what impact each structure had on the
academic performance of ELLs. Each individual variable in the study had a score from zero to
fifteen. A factor analysis was used to determine which questions aligned with each other. The
factor analysis looked at each question having a score from zero to three to determine its
effectiveness in helping to improve the academic performance of ELL students.
Cronbach’s alpha was used to determine the reliability of the study. The goal in this
study was to have questions that were reliable with an alpha of at least .7. In this study, the alpha
was retrieved for every question, for each structure, and for the PLC as a whole.
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Qualitative Data Reporting
The qualitative interviews generated data that, once sorted by emerging constructs was
reported through a narrative. The emerging themes were generated from the student and
interview questions of both students and teachers. The data from the interview generated not
only themes but possible phenomena that were used when it helped to answer the qualitative
research questions in this sequential explanatory mixed methods study.
Research Resources
For this study, a team of 5 volunteers from the high school helped to administer the
online surveys and conduct interviews. A computer laboratory at Borderland High School was
used to conduct surveys in the study. The researcher provided the research team with all consent
forms, surveys, and information needed for this research. The participants in the study provided
personal time for this study.
Validity and Reliability of the Study
Lincoln and Guba (1985) argue that for a study to be trustworthy it must have validity
and reliability. This in turn defended the findings of the research. Validity is sufficient to
establish reliability. The researcher in this study used triangulation as a way to show validity and
reliability in this study. Through the process of gathering survey data, interviewing student
participants, and interviewing teacher participants, triangulation was accomplished. George and
Mallery (2003) suggested that an alpha equal or greater to .7 to be acceptable when evaluating
alpha coefficients. The reliability of the scale and the questions from the survey in this study
were gauged by measuring whether the questions, variables, and the PLC had a Cronbach alpha
of at least .7.
In order to increase the reliability and validity, certain systems were integrated in both the
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quantitative and qualitative phases. The qualitative research data was checked for reliability and
validity through member checks that were both formal and informal.
Member checking is both informal and formal, and it occurs continuously. Many
opportunities for member checks arise daily in the course of the investigation. A
summary of an interview can be “played back” to the person who provided it for
reaction; the output of one interview can be “played” for another respondent who
can be asked to comment; insights gleaned from one group can be tested with
another. Such immediate and informal checking serves a number of purposes.
(Lincoln & Guba, 1985, p. 314)
Subjectivity
Subjectivity is the quality that affects not just the observational investigation but the
results of all (Peshkin, 1982). Peshkin (1982) mentions that subjectivity happens throughout the
process of the research study, and researchers conducting qualitative and quantitative studies
should systemically identify their subjectivity throughout the study regardless of their research
problem, or their reputation for personal integrity. We cannot rid ourselves of this subjectivity,
nor should we wish to; but we ought to, perhaps, to pay it very much more attention (Peshkin,
1982, p. 17). The researcher for this study worked at Borderland High School at the time of this
study and knew that subjectivity could potentially taint and harm the research. Consequently, the
researcher monitored the research to ensure its trustworthiness throughout this research study at
Borderland High School.
Triangulation
The triangulation in this study validated, widened and deepened the understanding of the
data gathered (Olsen, 2004). Triangulation was accomplished when the combined results from
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the qualitative participant interviews and from the quantitative correlational and multiple
regression studies were explored and were found to match one set of research questions and
answers (Mason, 2002). Answers to the research questions were sought through multiple
methods and lenses in order to arrive at conclusions and results through both numerical data and
narrative data that showed triangulation.
The logic of triangulation says that you can use different methods, or data
sources, to investigate the same phenomena, and that in the process you can judge
the efficacy or validity of the different methods and sources by comparing the
products. The idea is that, if you measure the same phenomenon from different
angles or positions, you will get an accurate reading or measuring of it (Mason,
2002, p. 190).
Figure 7 shows the phases in the research study that were triangulated.
Phase 1
-Student Surveys
Identified
Possible
Correlations and
Predictors of
Success for ELLs
in the PLCs

Phase 2
-Student
Interviews
Helped Identify
Areas of ELL
Academic In
Relation to PLC
Variables

Phase 3
-Teacher
Interviews
Helped Identify
Areas of ELL
Academic In
Relation to PLC
Variables

Figure 7. Identification of Possible Triangulation
Procedure for Obtaining Informed Consent
All students that volunteered to participate in the study, as well as their parents, met face
to face with a research team member and discussed the study and consent and assent forms
before any forms were potentially signed. Teachers met face to face with the researcher after
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volunteering and the entire research project was explained to them before signing any consent
forms. The forms that the teacher participants signed were stored away securely.
Privacy and Confidentiality of Participants
This study secured the privacy and confidentiality of all the participants. The
participants’ privacy and confidentiality was of the upmost importance. The privacy of the
participants was guarded by not sharing anything regarding the participants with anyone.
Confidentiality was kept by not disclosing any information about the participants to anyone and
by keeping all documents locked and secured. The assurance of privacy and confidentiality of
all participants in the study contributed to the overall integrity of the study.
Confidentiality of the Research Data
The confidentiality of the research data was kept by assuring that none of the information
shared by any participant via either survey or interview was not shared with anyone. The data
retrieved from this study though consent forms, surveys, and audiotapes were stored in a secure
location.
Sites or Agencies Involved in the Research Project
The site that was utilized for this research study was Borderland High School as well as
Borderland School District. The permission received from Borderland School District was
submitted to the university’s IRB office and through the IRB website.
Chapter Summary
This chapter addressed information regarding the research approaches, the research
questions, data gathering procedures, and data analysis. The chapter also addressed information
related to research design, the study population and selection, sampling identification, data
collection approaches, validity, reliability, and data analysis techniques. In addition, this chapter
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also addressed specific research instrumentation, data coding, and identified the quantitative and
qualitative procedures.
The sequential mixed methods in this study aimed to find out how PLCs impacted the
academic learning and academic success of ELLs at Borderland High School. Borderland High
School is primarily a Hispanic community with a high percentage of ELLs with diverse
academic needs. PLCs were implemented in an effort to improve the high school’s academic
performance. Borderland High School has large number of ELLs with diverse levels of
academic needs. To gather data quantitatively, a correlational study and a multiple regression
study was conducted with ELL and non-ELL students in the 11th and 12th grade to find out the
effectiveness of the PLCs as they related to their academic performance. The qualitative data for
the study was gathered via participant interviews. The participants, who included ELLs, nonELLs, and teachers of ELLs were asked about the effectiveness of the variables studied under the
umbrella of PLCs as they related to the academic performance of ELLs.
The study triangulated through quantitative and qualitative data. The data analysis was
conducted with the upmost objectivity and carefulness. Attention to subjectivity and the
confidentiality of all the participants were major priorities in this study.

68

Chapter 4
DATA AND RESULTS
Introduction
As noted in the Statement of the Problem, Borderland High School in 2007 failed to
address the mandates of NCLB. One of the subgroups in the accountability system under NCLB
is the ELL subgroup. The ELL subgroup was a subgroup that did not make AYP in 2007 at
Borderland High School. PLCs were established at the high school in an effort to improve
student academic performance of ELLs and non-ELLs at the high school. This study focused on
the potential impact that the PLCs had on the academic success of ELLs. For this research, five
different variables were identified within the PLC model structure: professional development,
academic literacy, collaboration, extended time for learning, and planning. The research
literature showed significant academic gaps between ELLs and native English speakers. This
study utilized an explanatory mixed method research design that posed four research questions.
The first two questions of this study were of a quantitative nature and the last two of a
qualitative nature. Along with the student group of interest in this research, this study included a
non-ELL group of students in order to allow for comparisons of student groups within the PLC
structure.
The first research question focused on the relationships of the five variables within the
PLC and their impact on the academic performance of ELLs. RQ1: Do PLCs show a positive
relationship in improving the academic performance of ELLs, as operationalized by the TAKS
exams? To answer this, the researcher gathered correlational quantitative data on the five
variables within the PLC structure.
The second research question sought quantitative evidence that identified the highest
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significant variable within the PLC structure as it related to improving the academic performance
of ELLs. RQ2: Which are the variables in this study that had the highest significance in value
for ELLs?
The third research question focused on the qualitative phase of this mixed methods study
by conducting in-depth semi-structured student interviews. RQ3: According to the ELL
students in the study, how do variables with the highest significant value make an impact on the
academic success of ELLs, as operationalized by the TAKS exams?
The fourth research question also focused on the qualitative phase through teacher
interviews. RQ4: According to the teachers in this study, how do the variables with the highest
significant value make an impact on the academic success of ELLs, as operationalized by the
TAKS exams?
Description of the Data: Participants in the Quantitative Phase
There were a total of 128 females and 172 males. The ethnic composition of the students
in the study was 100% Hispanic. The scale was administered three different times to three
different groups of students in the computer laboratory of the high school. The first
administration of the scale was conducted on January 27, 2012 to 127 ELLs. The second
administration was conducted on March 2, 2012 to 127 non-ELLs. The last administration was
conducted on March 30, 2012 to 23 ELLs and 23 non-ELLs. The second and third
administrations of the scale were added to confirm the reliability of scale for this study. NonELLs were added to the study to give insight as to the performance of the ELL counterparts. By
comparing the results of the scale between ELLs and non-ELLs, the research was able to identify
possible learning gaps in the learning and achievement of both groups.
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Descriptive Statistics
Table 5 (Appendix A) shows all the dependent academic variables in this study. The
descriptive variables are: TAKS exams, grade point average, class ranking, years in schools in
the United States, and PLC variables. Table 6 shows descriptive statistics for academic variables
of GPA, class ranking, and years in schools for both ELLs and non-ELLs. The data indicated
that the female non-ELLs had the highest GPA with an 85.03 average and males ELLs with the
lowest GPA with a 81.41 average. The data also showed that non-ELL females has the lowest
class ranking with an average ranking of 312.08 and ELL females had the highest ranking with
an average ranking of 418.87. The average years in schools in the United States for ELLs both
male and female combined was 5.13 years. The years in schools for non-ELLs were not
reported.
Table 6. Descriptive Statistics for Academic Variables
Stand. Lower
Academic
Academic
Error Bound
Variables
Groups Gender Mean
Grade Point
ELL
Female
81.81
0.79
80.26
Average

Class
Ranking

Years in U.S.
Schools

non-ELL

Female

ELL

Upper
Bound
83.35

Male

85.03
81.41

0.74
0.64

83.58
80.14

86.48
82.68

non-ELL

Male

82.31

0.67

80.99

83.63

ELL

Female

418.87

25.36

368.96

468.77

non-ELL

Female

312.08

23.99

264.85

359.29

ELL

Male

416.55

20.94

375.34

457.75

non-ELL

Male

411.57

21.82

368.62

454.52

ELL

Female

5.13

0.44

4.27

5.99

non-ELL

Female

-

-

-

-

ELL

Male

5.13

0.44

4.27

5.99

non-ELL

Male

-

-

-

-
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Table 7 describes the descriptive statistics for PLC and the PLC variables. Each variable
had a possible maximum total of 15 points and the PLC as whole had a possible maximum total
of 75 points. The data showed the mean for ELL males to have the highest score in all PLC
scales which was consistent across all the PLC variables. ELL females had the second highest
mean scores in all PLC scales, and the third highest were non-ELL females. The academic group
that had the lowest mean s in all PLC scales was the non-ELL male group which meant that they
did not find the PLC variables as favorable in improving their academic performance as the other
academic groups.
Table 7. Descriptive Statistics for the PLC and PLC Variables
Academic
Stand.
Lower
PLC Scales
Group
Gender Mean Error
Bound
Professional
ELL
Female
8.72
0.29
8.14
Development
non-ELL
Female
8.47
0.28
7.93
ELL
Male
9.43
0.24
8.96
non-ELL
Male
8.21
0.25
7.71
Academic
10.39
0.34
9.71
ELL
Female
Literacy
non-ELL
Female
9.63
0.32
8.99
ELL
Male
10.09
0.28
9.54
non-ELL
Male
8.52
0.29
7.95
Teacher
10.47
0.35
9.77
ELL
Female
Collaboration
non-ELL
Female
7.69
0.33
7.04
ELL
Male
10.50
0.29
9.93
non-ELL
Male
7.16
0.30
6.56
ELL
Female 11.60
0.36
10.89
Extended Time
non-ELL
Female
9.84
0.34
9.17
ELL
Male
11.38
0.29
10.79
non-ELL
Male
9.01
0.31
8.41
Teacher
10.47
0.32
9.85
ELL
Female
Planning
non-ELL
Female
7.96
0.30
7.36
ELL
Male
10.48
0.26
9.96
non-ELL
Male
7.57
0.28
7.03
ELL
Female 51.65
1.24
49.21
PLC Total Scale
non-ELL
Female 43.59
1.17
41.29
ELL
Male
51.89
1.01
49.88
non-ELL
Male
40.48
1.06
38.38
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Upper
Bound
9.29
9.02
9.91
8.71
11.06
10.27
10.64
9.10
11.16
8.34
11.07
7.75
12.31
10.50
11.96
9.62
11.12
8.55
10.99
8.12
54.09
45.89
53.87
42.57

Table 8 (Appendix A) features descriptive data for the TAKS exam taken by ELL and
non-ELL participants. In the area of Mathematics and Reading TAKS, students took an exam
during their 9th grade year and another exam two years later. For the Science and Social Studies
exams, students only took one exam either at the end of their 10th or 11th grade year. In
comparison from the last and first Mathematics exams, all students made improvements in scores
after taking the second exam. The biggest gains were accomplished by the ELL females as they
scored 1775.64 the first time and 2069.18 the second time. ELL males scored 1958.50 the first
time they took the test and 2109.55 the second time. Non-ELLs in the study also had gains in the
Mathematics TAKS. Non-ELL females scored 2218.92 the first time they took the test and
2273.82 the second time. Non-ELL males scored 2222.66 the first time and 2268.03 the second
time. The TAKS descriptive data proved that the students progressed academically as they were
able to improve scores when they took a TAKS exam the second time.
Table 8 indicates that the scores in Reading TAKS also improved the second time
students took the exam as compared to the first time that students took the exam. In the Reading
TAKS exam, ELL females improved 33.11 points and ELL males improved 16.33 points the
second time they took the test. Non-ELL females also improved in their second exam an average
of 35.61 points and non-ELL males by 30.11 points (Appendix A). Non-ELL males scored the
highest in the Science and Social Studies exams and non-ELLs females score the second highest.
ELL males scored the third highest in the Science and Social Studies exams and ELL females
average scores were the lowest of the four academic groups.
Evaluation of Language, Content, and Reliability of Scale in English and in Spanish.
This part of the study evaluated the general aspects of the scale in its content, language,
and reliability. A direct match of the scale was created in Spanish for any ELLs that did not
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understand the questions in the English version of the scale. The items were also determined to
meet readability, content, and age appropriateness by the research team through consistent
review of each item. The research team accomplished the goals of the research by constantly
reviewing and adjusting the quality of each question in the scale.
Reliability of the Instrument
This 25-question scale measured the impact each variable has on ELL performance. The
data gathered from the 25 items were analyzed through SPSS, and the reliability estimated for
the 5 structures ranged from a moderate .49 to high .84. An exploratory factor analysis was
conducted on data from the total sample (n=300) on high school students with (n=150) for ELLs
and (n=150) for non-ELLs. The five variables for the scale accounted for 52.7% of the common
variance. Further, the results from the reliability were used for item analyses to identify any
possible items that could possibly need to be edited, modified or deleted, allowing for the
establishment of the internal consistency of the survey. Table 9 shows the descriptive and
reliability indices of the variables in the study.
Table 9. Descriptive and Reliability Indices
Scale Variables

Mean

Variance

Std. Deviation

Professional
Development

8.74

5.42

2.33

Cronbach’s
Alpha
.49

Academic
Literacy

9.62

7.51

2.74

.73

Teacher
Collaboration

8.94

9.83

3.14

.84

Extended Time

10.43

8.89

2.98

.77

Teacher
Planning

9.11

8.04

2.84

.78
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Explanatory Factor Analysis
This part of the study identified the factor structure of the PLC scale as determined by the
explanatory factor analysis. Preliminary results consistently yielded a proposed 5-factor model
structure. An explanatory factor analysis (EFA) was performed to determine the degree to which
the data conformed to the a priori model. Regarding the issue of model appropriateness, the
Bartlett Test of Sphericity (df = 253, N=, Sig.=0, Approx. Chi-Square=2503.98) and the KaiserMeyer-Olkin Measure of Sampling Adequacy of .91 both indicated that the degree of
intercorrelations among the items was suitable for EFA procedures (Ary, Jacobs & Razavieh,
1996).
The recommended factor to item ratio in a study is 3 to 1, and based on research and
conventional practice the factor to item ration showed a highly overdetermined factor structure
which produced the most stable factor patterns (Fabrigar, Wegener, MacCallum, & Strahan,
1999). Because the variable to factor ratio of 5 to 1 for the hypothesized scales exceeded
conventional recommendations, this research team considered the number of variables in this
study as adequate for performing factor analytic procedures.
The decision of how many factors to retain from a given scale was based on the use of
eigenvalues greater-than-1 eigenvalue rule, the scree plot (Ary, Jacobs, & Razavieh, 1996) as
well as the visual inspections of several trial practice runs. The initial analysis that included all
items resulted in 5 factors with eigenvalues greater than 1. After reanalyzing the data, 5
variables with eigenvalues greater than 1 were produced, thus somewhat validating the 5-factor
internal structure scale. The 5-factor solution produced the most interpretable factor pattern and
accounted for 52.73% of the total variance. This analysis provided initial evidence of validity
for the five-factor scale in this study. A 4-factor solution could also be considered for other
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research by combining teacher collaboration and teacher planning into one new variable. Table
10 displays the 4-factor solution with the extraction of the factor loading and their scale item
clustering for each observed factor (see appendix A).
The first extracted factor (n=5) in the study (eigenvalue=7.68) accounted for 33.38% of
the common variance. The factor was named Professional Development. The second factor
(n=5) in the study (eigenvalue=1.77) accounted for 7.70% of the common variance. This factor
was named Academic Literacy. The third factor (n=5) in the study (eigenvalue=1.59) accounted
for 6.91% of the common variance. This factor was named Collaboration. The fourth factor
(n=5) in the study (eigenvalue=1.090) accounted for 4.74% of the common variance. The factor
was named Extended Time for Learning. The fifth and last factor (n=5) in the study
(eigenvalue=1.050) accounted for 4.74% of the common variance. The variable was named
Planning.
The preliminary results for the explanatory factor analysis supported the researchhypothesized structure of the PLC scale. The 5-factor scale produced the most interpretable
pattern of factor scores, which accounted for 52.73 % of the common variance in the data set.
The results from the factor analysis were interpreted with caution given that some students
received the scale in Spanish, and there might have been some subtle nuances due to the language.
Based on these results to ascertain initial evidence of the instrument’s factorial validity, study
research questions were addressed. The results were interpreted with caution due to the fact that
more confirmatory types of analyses might be required to determine the final structure of the
scale.
Research Question 1
RQ1: Do PLCs show a positive relationship in improving the academic performance of
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ELLs, as operationalized by the Reading and Mathematics TAKS exams? A quantitative
correlational study was conducted to answer this question. The study looked first and foremost
at the data for ELLs, but it also looked at the data for non-ELLs, as well as the results of the PLC
subscales and total scale with both groups combined.
Findings
The results from Table 11 showed slight negative correlations for ELLs in the
Professional Development scale, the Academic Literacy scale, the Teacher Collaboration scale,
the Extended Time scale, the Planning Scale, and the complete PLC scale correlated with the
Reading TAKS scores.

The highest correlation was Academic Literacy with a .27 correlation,

and the lowest was Teacher Collaboration at .06. The correlation between the variables and the
Mathematics TAKS scores varied from the highest positive correlation which was Extended
Time for Learning at .09 to the lowest for Academic Literacy at -.14. Table 11 illustrates the
correlations in the PLC variables to the Reading TAKS scores Reading and Math for ELLs.
Table 11. Variable Correlations with TAKS Scores for ELLs
PLC Variable/Structure

Math TAKS
Test
-0.11

Reading TAKS
Test
0.13

GPA

Academic Literacy

-0.14

0.27

-0.10

Teacher Collaboration

0.06

0.06

-0.14

Extended Time

0.09

0.08

0.14

Teacher Planning

0.08

0.14

-0.09

PLC Overall Scale

-0.003

0.18

-0.07

Professional Development

-0.07

The results for non-ELLs varied from the ELL results. Non-ELLs showed the highest
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correlation in the Academic Literacy scale in relation to the Mathematics TAKS scores at .20.
Table 12 illustrates the correlation results for non-ELLs as they relate to the variables in the
study and the Mathematics and Reading TAKS scores. The academic literacy variable showed
the highest positive correlation with the Mathematics TAKS test at .19, while the lowest is
extended time with -.02.
Table 12. Variable Correlations with TAKS Scores for non-ELLs
PLC Variable/Structure

Math TAKS Test

Reading TAKS Test

Professional Development

0.11

0.03

Academic Literacy

0.19

-0.05

Teacher Collaboration

0.10

0.12

Extended Time

-0.02

-0.11

Teacher Planning

0.10

0.05

PLC

0.12

0.01

The results shown in Table 13 yielded moderate to strong positive correlations between
grade point average (GPA) and TAKS scores for ELL ranging from .23 in Mathematics to .51 in
Science for ELLs. Table 13 shows a high correlation between non-ELLs and the Math, Reading,
Science, and Social Studies TAKS assessments ranging from a .52 in the Reading TAKS to a .75
in the Mathematics TAKS exam. The correlation between GPA and TAKS for both ELLs and
non-ELLs was in the Science TAKS test at .59 and the lowest is .45 for the Mathematics TAKS
test.
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Table 13. GPA Correlation with TAKS Exams for ELLs and Non-ELLs
Measure
Academic Mathematics
Reading
Science
S.S. TAKS
Groups
TAKS
TAKS
TAKS
.23
.40
.51
.36
GPA
ELL
GPA

Non-ELL

.75

.52

.63

.59

GPA

Both
Groups

.45

.46

.59

.53

Table 14 shows that the PLC as a whole as well as all the five variables of the PLC for
both ELLs and non-ELLs combined yielded low to moderate correlations. Teacher planning and
teacher collaboration ranked the highest at .22 and .22 respectively and professional development
the lowest at .02.
Table 14. PLC and 5 Variables - Correlations to TAKS Exams for ELLs and non-ELLs
PLC Variable/Structure

Math TAKS Test

Reading TAKS Test

Professional Development

.02

.06

Academic Literacy

.05

.05

Teacher Collaboration

.22

.07

Extended Time

.15

-.05

Teacher Planning

.22

.07

PLC

.18

.05

Summary of Findings for RQ1
This part of the analysis showed low correlations across the board for ELLs, non-ELLs,
and both groups combined. Even though the correlations were low, there was a significant
correlation for ELLs between Academic Literacy and the Reading TAKS scores at .266. For
non-ELLs, the correlation between Academic Literacy and the Mathematics TAKS test was at
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.197. When both groups were combined, the highest correlation was between Teacher Planning
and the Mathematics TAKS scores at .222. The data showed that academic literacy supported
both ELLs and non-ELLs, but for the ELLs it supported them in the Reading TAKS scores and
for the non-ELLs in the Mathematics TAKS scores.
Research Question 2
RQ2: Which are the variables in this study that had the highest significance in value for
ELLs? A multiple regression performed was used to analyze the data to derive the findings.
Findings
A total of 12 standard multiple regression models were analyzed for the academic
assessments of TAKS Reading and TAKS Mathematics predicted by the 5 PLC subscales and
GPA across the two study groups and the total sample. Additionally, two regression models
were conducted to examine the total PLC scale across the study groups and combined sample for
the two TAKS assessments. Due to differences in metrics between the PLC subscales and the
TAKS exams, the variables were standardized to find a common metric for all the predictors and
the outcome variables. Diagnostic analyses were performed to detect outliers and to check for
distributional assumptions on all predictor variables. Only those models which yielded
statistical significant results are summarized on tables 15, 16 and 17. On table 15, the full
regression model included the five subscales and the student GPA as predictors of student
performance on the standardized gain scores for the TAKS Reading assessment. The significant
finding for the ELL group of students was in the area of Academic Literacy as a predictor of
reading performance on the TAKS. The overall multiple correlation was 0.32 with about 10
percent of the variance accounted by this predictor and t(78) = 2.36, p = 0.02.
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Table 15. Standard Multiple Regression of PLC and GPA on TAKS Reading Exam for ELLs

Unstandardized
Standardized
Coefficients
Coefficients
B
Std. Error
Beta
-.13
.12

t
-1.07

Sig.
.29

Zscore: Grade
Point average
Zscore:
Professional
Development
Subscale

-.03

.14

-.02

-.21

.83

-.07

.13

-.08

-.57

.57

Zscore: Academic
Literacy Subscale
Zscore: Teacher
Collaboration
Subscale

.30

.13

.34

2.36

.02

-.23

.16

-.23

-1.41

.16

Zscore: Extended
time Subscale

-.02

.12

-.03

-.19

.85

Zscore: Teacher
Planning Subscale

.22

.17

.22

1.28

.20

Model
(Constant)

On table 16, the full regression model included the five subscales and the student GPA as
predictors of student performance on the standardized gain scores for the TAKS Mathematics
assessment. The significant finding for the Non-ELL group of students was in the area of Grade
Point Average, and to some degree, on Academic Literacy as predictors of Mathematics
performance on the TAKS. The overall multiple correlation was 0.34 with about 11 percent of
the variance accounted by this predictors and F(6,137) = 2.77, p = 0.01.
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Table 16. Standard Multiple Regression of PLC and GPA on TAKS Mathematics Exam for Non-ELLs

Model

Unstandardized

Standardized

Coefficients

Coefficients

B

Std. Error

(Constant)

-.28

.04

Zscore: Grade Point average

-.09

.03

Zscore: Professional

-.004

Beta

t

Sig.

-7.39

.000

-.25

-2.85

.005

.04

-.01

-.095

.92

.07

.04

.19

1.72

.08

-.005

.05

-.01

-.12

.91

Zscore: Extended time Subscale

-.02

.04

-.06

-.53

.60

Zscore: Teacher planning

.02

.05

.04

.34

.74

Development Subscale
Zscore: Academic Literacy
Subscale
Zscore: Teacher Collaboration
Subscale

Subscale

When combining both groups, the PLC as whole with its five scales (k = 25), the linear
regression analysis for both dependent variables (Math and Reading) yielded a significant value
of p = .005 for the Math TAKS variable. On table 17, the regression model using the total PLC
scale as a predictor of student performance on the standardized gain scores for the TAKS
Mathematics assessment. The overall correlation was 0.18 with about 3 percent of the variance
accounted by this predictor and a F(1,249) = 8.03, p = 0.005.
Table 17. Standard Multiple Regression of PLC Total Scale on TAKS Mathematics Exam
Unstandardized
Coefficients
Model

B

Std. Error

(Constant)

-.007

.06

Zscore: PLC Total
Scale

0.17

0.06
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Standardized
Coefficients
Beta

0.18

t

Sig.

0.11

0.92

2.83

0.005

Summary of Findings for RQ2
It is evident from the findings that Academic Literacy was important for both ELLs and
non-ELLs at the high school. The findings showed that academic literacy is of high significance.
The findings from both the correlational study as well as the multiple regression model showed
that the Academic Literacy was the variable having the most impact on the academic
performance of ELLs as well as non-ELLs. The multiple regression model indicated GPA to be
a predictor of success for non-ELLs on the Mathematics TAKS exam. In this study, the PLC
with all of its five variables, showed to be a predictor of academic success for both ELLs and
non-ELLs in the multiple regression study as shown in Table 17.
Participants in the Qualitative Phase
There were a total of 28 participants in the qualitative interview phase of this study.
There were a total of 9 ELLs and 9 non-ELLs interviewed in the study. In addition, there were
10 teachers interviewed for this study. The interviews shed light as to how the different
structures of the PLC were possibly impacting the academic performance of ELLs as well as
non-ELLs. The interviews conducted were semi-structured in order to allow for elaboration and
expansion of ideas and thoughts.
Goal of the Qualitative Study
The goal of the qualitative study was to find out from the interviews if the PLC and the
PLC variables were enhancing the academic experience and academic performance of ELLs and
non-ELLs at Borderland High School. In order to achieve the goal of finding out if this was the
case, questions were generated that would gather data to find out more about PLC and their
structures. Members of the research team and not the principal researcher asked the questions
for the study of both the students and teachers. The following were the questions asked of the
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students as well as the teachers in this study.
Teacher Interview Questions
1. In this study we are focusing on 5 strands within the PLC structure: professional
development, teacher collaboration, extended time for learning, teacher planning, and
academic literacy. Talk about the structure of PLCs and any challenges or benefits that
you see or have experienced.
2. Tell me how the strands of professional development, teacher collaboration, extended
time for learning, teacher planning, and academic literacy in the school’s PLCs have
allowed you to grow professionally in supporting ELL academic achievement. Give
examples of what that would be.
Student Interview Questions
1. Tell me what you know or think training for teachers is. Do you know if your teachers
receive training? When they receive training, does it help you? Do you find your
teacher using new activities and ways of teaching you so you learn better?
2. Tell me what you know or think about teacher collaboration. What is it? Teachers
working together, do you think that is important? How does that help you?
3. Tell me what you know or think about the tutoring offered before/after school, and on
the weekends and intercession. Does it help you? How? What is the best part that helps
you?
4. Tell me what you know or think about reading and writing in all your classes. Is this
important? What kinds of activities do you do in reading and writing in Mathematics?,
Science?, History? Is reading and writing in all of your classes important to you? How
does it help you? Would you like to see more reading and writing in your classes? What
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classes?
5. Tell me what you know or think about teacher planning. What do teachers do when
they plan? Give me an example. Do you think this helps them? How? Does this help
you? How?
Data Coding
After the interviews were conducted, every interview was transcribed in its entirety into
single documents. All of the documents that were transcribed were coded and grouped into
categories according to the 5 variables of the PLC and according to the emerging themes and
constructs that came out of the transcription. The researcher used key words and phrases in
order to organize the data. The researcher highlighted the data and analyzed for patterns. The
researcher was primarily interested in the constructs that emerged out of the interviews as they
related to the five variables in this study. Thus, any construct related to the variables
mentioned by the participants, even those with a single occurrence, were either considered or
included in the analysis.
Research Question 3
RQ3: According to the ELL students in the study, why do variables with the highest
significant value make an impact on the academic success of ELLs, as operationalized by the
TAKS exams? To answer this question, the constructs deriving from ELLs as well as non-ELLs
as they related to the five variables were explained in a qualitative narrative format.
Constructs Examined
The five variables in the study of collaboration, professional development, academic
literacy, planning, and extended time for learning were known by the students to be in place and
more importantly supported them in their academic improvement of the high school. The first
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set of responses for RQ3 regarding the five variables were from the ELL students and the second
set were from non-ELL students. The construct findings were reported in narratives that focused
on the salient themes, topics, and patterns of the interview responses.
ELL Student Findings: Teacher Collaboration
In this study, ELLs that participated in the interview part of the study acknowledged
that they knew that teachers at Borderland High School collaborated in an effort to improve
their academic performance at the high school. ELLs noticed that the teachers collaborated in
the library in an area known by the teachers as the fish bowl. They also mentioned that the
teachers collaborated throughout the school. Amanda was one of the students that saw
evidence of teacher collaboration.
Amanda mentioned:
Casi todos los maestros se juntan en la biblioteca. Se han hablado uno al otro y pues
pienso que es bueno porque tienen comunicación pues uno con el otro pues yo pienso
que sí nos benificia a nosotros y a ellos.
Almost all the teachers meet in the library. They confer with each other and I think
this communication amongst themselves is good and benefits us and them.
ELL students also acknowledged that their core area teachers of English, Math,
Science and Social Studies collaborated together in teams as well as in departments in an
effort to improve instruction for them at the high school. Eduardo is an ELL that took notice
that collaboration happened at the high school amongst teachers.
Eduardo indicated:
He visto que los maestros tienen aparte de esa convivencia labral, son amigos, o sea no
sólo son compañeros pero se comparten las ideas que ellos tienen que aplicar. Pues
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ésto como más bien está dividido en grupos. Los maestros de inglés con los maestros
de inglés, los maestros de ciencia con los maestros de ciencias, matemáticas con
matemáticas. Pues sí yo muchas veces he visto que los maestros están juntos y están
platicando y al mismo tiempo están teniendo una amistad y platicando acerca de sus
clases.
I have noticed that teachers besides having a working relationship, they are friends, so
they are not just colleagues but they share ideas that they have to apply. Well this is
like divided between the group of English teachers with English teachers, the Science
teachers with Science teachers, Mathematics with Mathematics. Well I have seen
many times that teachers are together and are talking and at the same time they are
having a friendship and are talking regarding their classes.
ELLs in this study noticed that their teachers at Borderland High School use the same
techniques and instructional approaches in all of their classes at Borderland High School.
Abigail stated, “Sí, he visto que casi la mayoría hacen los mismo de las clases que tienen y
para esas maestras tienen la misma técnica y las mismas actividades.” “I have seen that almost
all do the same classes that they have and that the teachers have the same techniques and the
same activities.”
Teacher Professional Development
At Borderland High School, ELLs made it known that they knew that their teachers
received training that better prepared them to serve their students academically. The students
had heard that the teachers attended trainings, and they had also seen the teachers try to
implement new ideas and methods that they had learned in their trainings. Mauricio stated,
“He escuchado que los maestros van a entrenamientos y cosas por el estilo.” “I have heard that
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teachers go to trainings and stuff like that.” Another ELL student cited the fact their teachers
were well prepared as evidence that proved to the students that their teachers received
continuous training. Lalo explained, “Sí pues yo digo que los maestros están así
verdaderamente capacitados para enseñarnos lo que nos deben enseñar.” “Yes, I say that
teachers are really trained to be able to teach us.”
ELLs also credited the fact that they knew that teachers received training because of
the structure of the classes and the organization planning that they saw in their classes. Nydia
explained, “Nostros sabemos que los maestros asisten a entrenamientos porque todo lo tienen
muy bien organizado en el salón.” “We know that the teachers attend trainings because
everything in the classroom is very well organized.”
ELLs expressed that they benefited from the professional trainings that their teachers
received. They noticed that the training teachers received translated directly into improvement
in classroom instruction and academic performance that benefited them.
Nadia explained:
Me beneficia que mis maestros reciban entrenamiento porque a veces nos pueden
enseñar de una manera y tal vez no entendemos y [ellos] tienen que buscar otras
maneras de [modo] que nosotros puedamos entenderlo. Por ejemplo mi maestro de
ingeniería o se llevan aparatos que reciben en los entrenamientos para enseñarnos
como funcionan y los desarman.
It benefits me for my teachers to be trained because sometimes they can teach using
one method and if we don’t understand they can try another method so we can
understand. For example, my engineering teacher brings apparatus that he receives in
trainings to teach us how they function and how to take them apart.
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ELLs at Borderland High School understood the rationale for teachers to receive
training. The students understood that the purpose for the trainings was to better prepare them
to learn what they needed to learn in class to become better sudents. Lalo commented, “Pero
el entrenamiento para los maestros es para preparalos y para enseñarles como nos tienen que
enseñar ellos a nosotros para que estemos aprendiendo bien, o sea para enseñarnos.” “But the
training for teachers is to prepare them and teach them how they need to teach us so that we
can be learning well, in order words, to teach us.”
Academic Literacy
ELLs at Borderland High School saw evidence of academic literacy in all of their
classes and not just in their English and Reading classes. Through different classroom
exercises, students at Borderland High School were able to benefit from literacy across the
curriculum.
Nadia stated:
De hecho en todas las clases se me ha pedido que haga un como tipo de essay de una
hoja describiendo qué es lo que aprendí o qué es lo que necesitaría cambiar en la clase
y lo hecho en todas las clases en inglés, matemáticas, historia en todas las que [he]
hecho, de hecho en todas leo.
Actually, in all my classes I have been asked to write a one page essay and I learned
what is necessary to change in the class or in all the classes in English, Mathematics,
History, in fact, in all the classes I also read.
ELLs felt that literacy across the curriculum really helped them to improve
academically. Some ELLs in the study mentioned how much their English had improved
since coming to the United States from Mexico to Borderland High School as evidence that
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the literacy across the curriculum at the high school had helped them academically. Eduardo
is one of these students, and he gave his explanation by stating:
Sí, hace tres años que vine a los Estados Unidos y pienso que sí he avanzado en mi
escritura. En mi vocabulario, no tanto me falta. Pues mis maestros siempre me
estaban empulsando. Me están diciendo, cuál es ésto, cuál es lo otro. Mi maestro de
geografía nos dice que nos va hacer diez preguntas y tenemos que contestarle de
perdida siete bien. Pueden sacar tres mal pero son individualmente. No es de qué? O
no las sé. Hace una pregunta que hacemos en grupos y hacemos un trabajo.
Acabamos el trabajo y luego nos hace preguntas pero individuales. Esto me está
ayudando porque pones más atención a los que estás escribiendo y todo éso.
Yes, I came to the United States three years ago and I think that I have advanced in my
writing but not so much in my vocabulary. My teachers are always encouraging me.
They tell what this is and what that is. My geography teacher will say he is going to
give us ten questions in class and we have to answer at least seven correctly but on our
own and not with others because we need to learn for ourselves. And we don’t get
away with saying that we don’t know. Sometimes he asks a question and we can work
in groups but once we finish, he asks us questions individually. This helps me because
it makes me pay more attention in what I am writing and in everything.
Mauricio is another student that is an ELL at Borderland High School that cited his
academic improvement as evidence that academic literacy in all of his classes had allowed
him to improve academically and improve his English skills in the process. Mauricio
mentioned, “Nos ha ayudado tener lectura y escritura en todas las clases porque nos ha hecho
que nos retamos y a la vez nuestro inglés mejora.” “It helps us to have to read and write in all
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classes because it challenges us and our English improves.”
Another ELL student, Amanda, mentioned that different literacy activities in her classes had
benefited her at Borderland High School.
Amanda stated:
A veces, como una maestra hacía es que separaba ciertos párrafos y luegos nosotros
analizábamos y comentábamos, debatiábamos acerca de éso y de allí aprendíamos
cómo tú captaste ésto o lo otro. Todos leíamos y luego lo debatíamos con quienes
estaban en contra. Y ésto sí me ayudaba mucho.
Sometimes what one teacher did was to separate certain paragraphs and then we would
analyze, comment, and debate it and from there we would learn what each person
grasped. One person got one point and another something else. We all read and then
debated with those opposed. And this helped me a lot.
ELLs reported that they benefited from literacy across the curriculum at Borderland
High School because literacy across the curriclum had enabled them to increase their
academic vocabulary in all of their classes since teachers were teaching academic content and
academic vocabulary in all of their classes. The responses from the ELL students in the study
showed that academic vocabulary supported them in learning academic content. Nydia
commented, “Sí, pues ha incrementado mi vocubulario porque tengo actividades de
vocabulario en todas mis clases.” “Yes, my vocabulary has expanded because I have
vocabulary activities in all my classes.” Nadia concurred, “En inglés, en la clase de inglés, la
Miss nos pone a hacer muchas tácticas y todo para aprender vocabulario, y así.” “In English
class, the Miss has us use lots of techniques to learn vocabulary.” In addition, she elaborated,
“De hecho mi maestra de inglés nos recomendó un juego que son palabras y tú tienes que
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dibujar lo que significa, y se supone que otra persona tiene que adivinarlo. Pero son muchas
palabras que sabes, no tienes idea.” “In fact, my English teacher suggested a game where one
student draws a picture of the word and other person guesses.”
Teacher Planning
ELLs in the study agreed that they did know that teachers at Borderland High School
planned for the purpose of improving classroom instruction at the high school. ELLs had come
to the realization that the curriculum across the campus, across content areas, and across subjects
was aligned, and that teachers planned together to create this commonality and uniformity. The
students knew that teachers planned because they had noticed the same assessments and the same
concepts. Mauricio stated, “Sí porque muchas veces, por ejemplo, tengo amigos que tienen
maestras diferentes y de repente sólo sucede que tenemos las mismas hojas, las mismas
activididades. Así que yo creo que sí planean [juntos] y todo éso.” “Yes, because many times,
for example, I have friends who have different teachers and then we discover that we have the
same worksheets and activities. So, I think that they plan together.”
The responses in the study showed that ELLs at Borderland High School benefited from
teachers participating in professional development because the aligned curriculum at the high
school had allowed for ELLs to learn academic material from different perspectives and from
different teachers. Abigail explained, “Nos ayuda que los maestro reciban entrenamiento porque
es lo mismo que uno le pueda enseñar a sus alumnos y los alumnos entienden la otra maestra le
puede enseñar [tambíen]. Y también le van a entender porque las maestras comparten.” “It helps
us for the teachers to receive training because it is the same that one can teach you their students
and the students understand what another teacher can teach. And also they will undertstand
because the teachers share.”
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Extended Time for Learning
All ELLs in the study said that extended time for learning at Borderland High School
helped them to improve academically. They also mentioned that it helped them in their
journey to graduate high school because it had given them the tools need to pass their TAKS.
The TAKS tests are state assessments that high school students need to pass at the end of their
11th grade year in order to be able to graduate high school and the exam used to operationalize
academic performance in this study. Students who failed the TAKS tests had to retake them
until they passed. ELLs in this study consistently commented on the fact that tutoring assisted
them in being successful on the state assessements. Amanda explained, “La tutoría [asesoria]
que yo estaba tomando era para el TAKS para poder preparme.” “The tutoring I was receiving
was for TAKS preparation.” She added, “Y sí me ayudó y también en el TAKS me preparó
mucho.” “And, it did help me in getting prepared for the TAKS.”
Abigail also corroborated that the tutoring at Borderland High School supported her in
the TAKS test by saying, “La tutoría me ayudó con en el TAKS. Me ayudó porque le entendí
más en TAKS.” “The tutoring helped with the TAKS and it helped me because I understood
more about the TAKS.” Eduardo mentioned that the tutoring helped him to pass. He said,
“Vine para tutoría por el TAKS, y ya pasé.” “I came to the TAKS tutoring and I passed.”
Adalia mentions that she went to tutoring specifically to get support for the TAKS test in order
to be able to pass it. She commented, “Tomé tutoría con una de mis maestras de inglés y
técnicamente, ella fue la que me ayudó a pasar el TAKS.” “I took tutoring with one of my
English teachers and technically she is the one who helped me pass the TAKS.” Other ELLs
shared the same sentiments.
Nadia commented:
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Bueno de hecho las que más me han ayudado son las de inglés porque, gracias a ella
pude pasar el TAKS porque aprendí. O sea aprendí todo lo que se trata de reglas, como
comas y puntos que tiene una regla, y pienso que ésto es lo que me pudo ayudar con el
TAKS porque ya lo había tomado dos veces y lo había reprobado.
The tutoring that helped me most was for English because thanks to the tutoring, I
passed TAKS because I learned all about the rules for using the period and the comma
and I think that this helped me pass the TAKS because I had already taken it twice and
failed both times.
Non-ELL Students: Collaboration
In this study, non-ELLs interviewed made it known that they knew that teachers at
Borderland High School collaborated at the high school in order to improve instruction at the
high school. A couple of students even called the planning area the fish bowl, which is a term
that is used by faculty to refer to the area in the library where teachers plan. A few non-ELLs
also mentioned that they knew that teachers collaborated because teachers at Borderland High
School visited each other’s classroom in order for them to be able to share their ideas,
strategies, and best practices. One student that made reference to the fish bowl and to teachers
visiting each others classroom was Graciela.
Graciela stated:
I know that teacher collaboration is going back to the fish bowl idea that they will like
feed off of each other. Yesterday, one of my teachers who has been my teacher for
two years, and he is the head of the history department had teachers visiting his
classroom. He has these really new concepts. Like I’ve never had a class as intense as
AP U.S. History last year, and I mean it was insane, like I learned so much. I actually
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passed that AP test, and I was like, oh my God! It’s something that he is trying to get
into other teachers, and what I thought was amazing was that some teachers came and
visited our class and they were taking notes. I hear from other students that the
teachers are picking up ideas so I think that more head of departments took that
initiative to see like watch each other teach. I think that would be an immense asset,
and my teacher is doing a really good job about it.
Non-ELL students had seen or heard that their teachers at Borderland High School
collaborated for the purpose of improved student performance. The students noticed that more
specifically core area teachers collaborated when they met on a regular basis. One such
student was Emanuel. Emanuel stated, “I know like different history teachers, different
subjects they all get together and they collaborate and share ideas on what is the best way to
teach their students on different subjects.”
Teacher Professional Development
At Borderland High School, non-ELLs in the study were aware that teachers received
training related to helping students in their academics. The students cited many different
examples of how they knew teachers received trainings. One of the ways students knew
teachers received training was because some teachers told the students about trainings they
had received. Teachers told students that they attended trainings, and let them know that they
were planned on incorporating new strategies they learned from those training in their classes.
Daniela said:
I know that teachers receive training because they show us the next day. The tell us
that they are going to show us a different method. They show us paperwork. They put
stuff up on the board and tell us, o.k., this is something new I didn’t know that I
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learned. Maybe it is going to help you guys.
The majority of the non-ELLs in this study felt that by teachers at Borderland High
School received professional development. ELLs benefited from the professional
development their teachers received greatly because of the positive impact the professional
development had in Borderland High School classrooms. Students felt the benefits came
about when their teachers applied the knowledge that they learned in the trainings directly into
classroom practice. Daniela explained, “I think when they do apply it, I think is really good
because I mean instead of like the boring old lectures, if you do hands on activities, it helps
since there is different types of learning.” Daniela also felt that the best type of strategies that
teachers brought to the classroom from their professional development were the ones that
combined hands on activities with some lecture. She mentioned, “I think like hands on
activities, and then a little bit of lecture. I think a little bit of variety which is what I usually
what I hear that in trainings they tell them, if they apply it, I think it’s awesome.”
Some of the students in the study did not feel that their teachers received any training
or that any new strategies were implemented at Borderland High School. Mariana stated, “I
don’t, I don’t really know what they learn there.” Fernando corroborated, “So far I haven’t
noticed anything. Generally the teachers keep the same learning styles throughout the year.”
Non-ELL students in the study for the most part saw the clear reasons why it was
important for teachers at the high school to receive training. The students understood that the
purpose for teachers at the high school to receive training was to improve learning at the high
school for all their students. They also saw the value in teachers sharing what they learned so
that more students would be impacted in a positive way. Roberto stated, “I think it is
important that teachers actually go out to trainings and to try to teach their students about how
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it is the standard. It is a good thing at Borderland High School, we do that.” Roberto felt that
training was important, but it was also important to have the benefits at the campus level not
just at the classroom level.
Roberto concluded:
I know they have to take [time for] trainings where they can learn skills and ways and
make our education better. For example, one of my teachers gets together with other
teachers to share to share their own techniques and stuff like that.
There was a student in the study that did not share the same sentiments as her non-ELL
classmates. Karina did not feel that feel that she benefited from teachers attending trainings.
She had not seen changes in the delivery of instruction in teachers at Borderland High School
that had resulted in implementation of new activities and strategies.
Karina stated:
Well I don’t know how that works, but I honestly don’t see much of a change. What I
did see is how when teachers leave and they come back from trainings, they come back
and they all start doing the same thing so instead of like seeing different strategies or
anything. I see all the teachers trying to do the same in every classroom or like they
change it a little bit, but all have the same thing.
Academic Literacy
Most of the non-ELLs in the study saw the positive impact of having literacy across
the curriculum implemented at Borderland High School had on them. The students witnessed
the implementation of writing, listening, and speaking in all of their classes. They mentioned
that they benefited from writing and reading activities in all of their classes, and not just in
their English and Reading classes. The implementation of literacy at Borderland went beyond
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the core areas as it was also instituted in the electives as well. Students felt that they were
improving their literacy skills, and at the same time had fun due to the implementation of
literacy across the curriculum at Borderland High School.
Fernando mentioned:
Reading and writing is usually pretty enforced like for example, I am taking an EMT
basic course, and even then we are still doing writing like cause it’s a way to help keep
some sort of like fun. This way you know what you are doing, and it helps more.
Students in the study benefited from having literacy taught to them in all of their
classes. Armando stated, “It helps me see what I am thinking cause it is one thing to think it
and one thing to write like you write down what you think and seeing that.” Students saw the
benefits in having to write in all of their classes.
The non-ELL students in the study at Borderland High School benefited from learning
academic vocabulary in all of their classes due to the implementation of literacy across the
curriculum. Roberto commented, “We have to do a lot of word problems and we have to put
a lot of the problems into words and he tells us how to exaggerate on how you describe how
you got the problem solved.”
Other non-ELL students at the high school did not feel that the literacy was a practice
that was implemented across the high school. Some of the non-ELL students in the study felt
it was implemented in some classes, but not implemented in other ones. Mariana mentioned
that Calculus class was where writing was not used. She emphasized, “Yes, we do a lot of
writing and reading in every class except maybe Calculus. We do powerpoints and bell
ringers that require looking up stuff from the book.” Armando agreed, “We do a lot of writing
in English class, a lot of writing in History, but not so much writing in Physics or Science or
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Math or Calculus.” Armando agreed, but felt that is the way he felt that was how it was
supposed to be.
Armando commented:
I guess it kind of like how it is you know that is how it always is. There is always
going to more writing in English and in history because that is how the tests are. You
have to write and you have to read, but in other classes such as math and science, you
don’t really do much of writing and reading, you just do a lot of analyzing and solving.
Teacher Planning
Non-ELLs in this study mentioned that they acknowledged that their teachers planned for
the purpose of improving classroom instruction. The students had come to realize that teachers
at the high school had the same lessons, same curriculum, and same exams.
Javier elaborated:
Well I think, I think planning helps because I’ve seen teachers talk together about all
this stuff, like tests and everything so I think they plan together. For example, the bell
ringers for the history and other subjects that I like U.S. History on A-days, as well as
the questions for my bell ringers for my for my economics class on B-day are aligned.
It’s like the same one so I think it is like one teacher makes them, and all the teachers
like get together, and they create them. Like in my Science class at the beginning of
the nine weeks, the teacher gives us this calendar, and in the calendar is A and B day.
The calendar gives us the plan for learning, for example, like we are working on plants
or body systems or whatever on certain dates so I think there is evidence of planning.
There is one student in the study that did not see the potential positive educational
impact that planning had on Borderland High School students. Karina did not feel that teacher
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planning at Borderland High School had benefited her academically. Karina felt that planning
at the high school had led to widespread cheating at the high school since students had been
able to more easily cheat on assignments due to the commonality in assignments across the
campus.
Karina explained:
I really don’t know what they do or how they plan things. But I like, I do know that
when we are going to do a project, they do plan the project together. I kind of don’t
like that because in a way like people like start cheating because like they all find same
things. and it is like everybody starts cheating.”
Non-ELLs in this study saw the benefits in planning because it showed students new
methods of learning. Students felt that a variety of teaching and learning styles allowed them to
grow as students and as future professionals.
Roberto mentioned:
The teacher planning does help me because everyday we learn a new method on how
to learn, and they show us and they don’t stop teaching. It shows us like how we can
plan if we want to become teachers. They show us perfectly on how to plan
everything.
Emanuel felt that teacher planning offered him a variety of learning experiences that
would eventually get him to be college ready.
Emanuel stated:
Teacher planning does help me because I get different types of varieties. It is not
always one thing, and I know that for college it will help me. I always wanted to go to
college ready not with just prepared in one subject, but as many things about each
100

subject.
One student felt that planning had global benefits at the high school but not personal
ones. Karina said, “Personally, I don’t think it does. As a group or as a classroom it becomes
very beneficial.”
Extended Time for Learning
The non-ELL students in the study were appreciative of the extended time for learning
offered at Borderland High School. Students felt that tutoring offered at the high school gave
them the opportunity to get help from their teachers and their peers. Mariana stated, “I think
tutoring is about other students that are able to help each other, I get a lot of peer help for me
from my peers. I like learning from my peers so I really like that.” Karina found help from
each teacher in order to emphasize classroom material that she struggled with in class. She
commented, “I find it to be very helpful because for example me in Precalculus class, I found
it to be very hard, the teacher actually helped to understand material that I did not have time to
learn in class.”
Students in the study mentioned that one of the biggest benefits of extended time for
learning was the fact that they were able to learn more because they learned from one on one
assistance. The subject that several of the students in the study mentioned that they frequently
needed assistance with was Calculus, but they requested extended assistance in other subjects
as well. Mariana mentioned, “yes tutoring helped, but for Calculus I know tutoring helps me a
lot. A lot of students go so if you don’t receive the one on one attention from the teacher,
there are other students there to help.”
Javier stated:
I guess like with Calculus, I was struggling a lot and once I started attending tutoring
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with my teacher this year, a teacher I had her for one semester, I improved. Once I had
her this year, I started to go to tutoring and she really did give me one on one help, and
it did bring up my grade a lot. I am able to work one on one with the teacher instead of
her lecturing to the whole class as a whole.
Graciela concurred:
The best part of tutoring is that especially with my Calculus teacher, students are able
to benefit in groups of like six of us or forty six of us or big groups of like forty of us.
We help each other and she is there to guide so when we get stuck, she’ll come and be
like, this is how to work it out. We feeding off of her, but sometimes in groups we do
not need to meet with her all the time because as students we help each other out. We
teach each other, and we learn the concepts more so if you can teach it, you obviously
know it.
Summary of Findings for RQ3
The data from the interview phase of the study overwhelmingly showed that the
students knew of the PLC and of its importance to the students’ overall academic success at
the high school. The students felt that the academic structures supported them to improve
academically. All PLC variables supported the academic performance of ELLs, but the one
variable that supported them the most according to the student reponses was the Academic
Literacy variable.
Research Question 4
RQ4: According to the teachers in this study, why do the variables with the highest
significant value make an impact on the academic success of ELLs, as operationalized by the
TAKS exams?
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Constructs
The overarching emerging constructs in the teacher interview phase of the study showed
that the variables in the study supported the academic performance of ELLs and non-ELLs.
Though few were mentioned, the challenges and concerns contributed to the study as evidence of
potential recommendations and improvements to the PLC and its variables.
Findings: PLC Benefit for Teachers
All the teachers in the study mentioned that there were benefits to PLCs for the teachers
but more importantly for ELLs. Teachers were able to share ideas, concepts, and strategies that
worked for students both individually and as a group. Ms. Barraza said, “When we get into our
meetings, one of the benefits has been actually talking to other teachers and asking what they are
doing to help their students understand certain concepts.” Mr. Herrera also felt that teachers
working together and collaborating had been a benefit for him and other teachers on campus. He
stated, “One of the benefits from the PLCs is that I have become a stronger teacher because
working together and planning with other teachers.” Mr. Ramos said, “I think just having the
opportunity to talk, to communicate, to share ideas, I think that is one of the strongest benefits.”
Ms. Rincon stated, “You know, in collaborating with each other, it seems like the groups push
each other to be better.”
Teachers at Borderland High School felt that ultimately the collaboration from the PLCs
had positively trickled down to the students in such a way that it had helped to support them to
improve academically.
Ms. Barraza concluded:
Because I know I’ve had some struggles on how to teach ELLs, I collaborated with
teachers on how do I make it the easiest and I’ve learned a lot of strategies from other
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teachers on how to do the best for the students or different strategies to do for them.
In the PLCs, teachers were able to discuss how to address ELL weaknesses and
strengths in such a way to that they were able to improve both the strengths and weaknesses of
their students. Ms. Ramos stated, “I really enjoy the PLCs because we were able to talk about
not only our ELL students, but also the weaknesses and strengths of some our kids or any
problem or issue we had with our kids.”
Teachers in the study felt that the collaboration and the collegial communcation of the
PLC model was what was most important to them in order to be successful in the PLC as well
as being succesful in improving the academic performance of all ELLs at the high school.
Teachers also mentioned that they use part of the time in the PLCs to make sure that they
created common assessments for their students. Ms. Ramos mentioned, “We were able to talk
about techniques and strategies and at the same time we were able to plan together and plan
not only the assessments but also plan some lessons.”
A common theme in this study from all the teachers was that the PLCs at Borderland
High School were implemented in order to create a common and uniform curriculum. The
teacher created curriculum in the PLC that followed specific curriculum guides as well as a
time line in which to cover those objectives. Mr. Ornelas mentioned, “Well, the benefit of it is
the fact that teachers create a common curriculum and discuss what we want to achieve on a
daily basis even.” Mr. Ornelas also felt that the uniformity that planning created was
beneficial to both the teams and to the high school. He commented, “The planning teams give
us the opportunity to be more uniformed on things that we want to test and assess with our
students.”
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PLC Challenges for Teachers
Teachers at Borderland High School mentioned many of the benefits of PLCs, but the
teachers also mentioned some of the challenges they encountered on a daily basis when they
met with their colleagues in the PLCs. One common challenge for teachers in PLC at
Borderland High School was being able to agree on curriculum issues since there were
different personalities and teaching styles that every teacher brought to the team. Ms. Rincon
stated, “The struggle is that it is hard to work together. There are many different minds there,
many different ideas. And sometimes we have to put aside what we want for what’s best for
students.” Mr. Parra agreed, “It’s just different perspectives, different ideas and I think trying
to meet somewhere in the middle has probably been the hardest.” There were different
personalities and different teaching styles that had been created in the different teams in the
PLCs at Borderland High School due to the diverse individual personalities in each team. Ms.
Barraza commented, “One of the struggles has been trying to come up on things we all agree
on.” She also stated, “Many arguments have developed, but at the very end we end of coming
up with a solution and sometimes it doesn’t make everybody happy.”
Mr. Parra corroborated:
We all have different approaches in trying to incorporate a little of everything within
one team, but then if the teacher doesn’t have the same teaching style or the same
approach, it makes it very difficult to accept a different approach. It makes it
extremely difficult to have team members tell you the truth. So that’s were the
arguments come in to play.
Teachers in the PLCs at Borderland High School, especially team leaders, encountered
the challenge of having all the team members of every team being accountable to the team.
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Sometimes team members were not accountable to the team, as they did not arrive on time to
the meetings. This negatively affected the individual teachers that were late as well as the
team as a whole.
Ms. Rincon added:
Sometimes timing is a little bit of a struggle. Some of us cannot get there right on time
or we are on the phone with a parent, or what have you. So if we do not get there right
on time we miss out on a couple of things, but overall I think it has been a very
positive aspect for our department as a whole.
Sometimes the challenge for teams in the PLC was having all members to participate
equally and equitably. There were times where team members were required to bring
information to the PLCs, and sometimes not all members came through.
Mr. Herrera stated:
The challenges that we have experienced is that when we have assigned ourselves
homework, we are to bring it back to the next meeting. For instance, teachers are to
bring material or look something up and not everybody will bring it back, and it will
delay us in our planning.
Teacher Collaboration
Teachers at Borderland High School collaborated in the PLCs in an effort to improve
ELL academic performance. As they collaborated, teachers at the high school discussed ways
of how to improve the academic performance of ELLs. They asked questions in the teams that
were aimed as to how to improve the academic needs of ELLs. The teachers in the teams
understood the importance of improving the academic needs of ELLs, and that the needs of
ELLs were very important and very special.
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Mr. Herrera stated:
Our collaboration is at many levels. The most basic one is when we are creating our
unit plans. We are bringing resources that we are going to allow us to hit vocabulary
as a key target. We need to target these concepts. We need to target these students’
understanding, and then after that we are collaborating as to how are going to simply
do this, how are we going to make it more understandable for our ELLs. How are we
going to make this more effective. And not only that, but how are we going to
measure that effectiveness? And, how are we going to use that measurement to either
change completely or modify to improve our teaching of ELLs.
Ms. Ramos agreed:
Again, when I collaborate not only do I learn new things and new strategies, but we can
talk about also the challenges that I have and that the other teachers might have in
teaching the ELLs because they have some of them. I shared a few kids with some of the
teachers in that group so we were able to talk about their growth, and we were able to talk
about any issues regarding either discipline or academics especially. So I think
collaboration does work, it does help us as teachers in general.
Teachers collaborated in the PLCs, and one of the focuses of the meetings was to create
common assessments that were aligned to the state curriculum. Assessments were created for
preparing students for the TAKS exams, which were the standardized exams that were used to
find out how students are progressing and to rate schools and school districts across the state. In
this study, academic performance was gauged by how students performance on the state TAKS
exams.
Mr. Rodriguez commented:
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So what happened was that when we actually got together, the collaboration focused
around the development of assessments. The greatest part about what happened from
there is that it really did implement what we know is a good strategy which is the
backward planning model so when we realized what we had to teach in order to have
our kids be effective on the exam. And all those were focused on TEKS [Texas
Essential Knowledge and Skills], all those exams were focused on TEKS and what
would be on the test TAKS eventually.
The collaboration at Borderland High School had actually been extended outside the
planning teams and into the classrooms. Teachers at Borderland High School collaborated
and shared ideas by way of visiting each other’s classrooms. They collaborated and met in the
PLCs at the high school in order to share the strategies and activities. They observed each
other teach when they visited each other in the classrooms. Ms. Rincon mentioned, “For
teacher collaboration when I first started working with ELL students, our department head
actually had me go and observe teachers that have taught ELL at different levels.”
Ms. Rincon added,
During the instructional rounds, I visited freshmen and tenth grade classes. She had
me observe each teacher one day during my conference period, and that was very
valuable to me to see the interaction, to see more or less you learn SIOP [Sheltered
Instruction Observation Protocol] methods. You learn them in a different setting, and
here you see them implemented. You see how they are working within the classroom,
and are able to get an actual picture how is supposed to look, how it supposed to flow.
It is easier for you to go back to your classroom and incorporate what you’ve learned.
The team approach definitely promotes this because I feel that most teachers in the
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teams are very open to you coming to their classroom. If they are going to try
something new that day, they will specifically tell you, I am going to do it Thursday
and Friday. I feel free to come in any period so you can see how it works, what we can
change, what we can fix, how we can make it better. I think all the teachers a pretty
much open.
One of the teachers in the study mentioned that collaboration that supported ELLs was
not used. Ms. Caldwell mentioned, “No, we really don’t discuss specific ELLs. Our
collaboration is done very generic all across the board to all of our students.”
Professional Development of Teachers
The PLCs at Borderland High School had allowed for teachers in their teams to
address the needs of ELLs and non-ELLs. One way this was done at the high school was by
using the PLCs as a place where teachers received ongoing professional development.
Teachers shared strategies and information to the teams that they learned at recent professional
development trainings.
One of the ways teachers improved in the area of professional development was by
sharing strategies that supported ELLs academically. One of those strategies was the use of
academic vocabulary in the classroom. Ms. Barraza mentioned, “As as far as the ELLs, I
know drawing a lot of pictures, the vocabulary is a big thing and we come up with activities
on how to have the students learn from the vocabulary.” She added, “I know a lot of ELL
students have trouble with the vocabulary and the reading.” Mr. Rodriguez mentioned that
when discussing ELLs in the PLCs, academic vocabulary was one of the main topics of
conversation. Mr. Rodriguez said, “The greatest amount of focus has been on the
development of academic language, and what kind of structures do we implement in our
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classroom to ensure that ELLs are learning the academic language.” He also mentioned, “For
ELLs, is important that they know the terms not just from the dictionary, the glossary, or out
of the back of the book, but to put vocabulary in their own words.”
Teachers also shared professional development strategies from trainings that they had
attended recently or in the past. One of the strategies that was discussed in the PLCs was
SIOP. Teachers were able to go to trainings, and turn around the information to their teams as
soon as they returned to campus from different trainings. Mr. Calderon mentioned, “Having
the PLCs, it allows us to train teachers at a smaller scale immediately, I mean, from one day to
the other.” Mr. Calderon acknowledged, “In the PLCs, we talk about SIOP strategies, we talk
about vocabulary, what is the right way to implement vocabulary in Math to support ELLs.”
Mr. Herrera stated:
I bring back this training and everyone is using it, and they didn’t have to go out and
get this training elsewhere. And like I said, I use a strategy with my students first. I
bring it to the team, and then they start using it so it’s like we are all familiar with our
students. We are using this training. We don’t have to go out and get it.
Teachers in the PLCs at Borderland High School were always looking for new ideas to
support ELLs. One such idea that teachers got from a professional development was a
strategy called “the gist” which was a strategy that uses vocabulary in context. Students were
to use the vocabulary in context to create paragraphs and stories. Teachers used this writing
activity as a prewriting activity to find out what students needed to learn. Teachers also used
the gist writing activity to find out what the students’ schema was on the subject and also to
find out how much students had learned after a unit.
Ms. Ramos added:
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I like the fact that I saw something new that I could use in the classroom. For
example, the gist, we talked about it, we discussed it. We would have materials or
handouts, and the teachers would explain how they need to do it or how it worked with
certain groups or with some kids. So I was able to take some of those lessons and
incorporating them into our ELL strategies that I already used with the kids, but I am
always looking for new stuff. I am always looking for new ideas and new strategies
because like everything, everything changes. Kids change.
One setback that was found in the professional development of teachers through PLCs
was the fact that the needs of recent immigrants were not taken care of. Ms. Caldwell
mentioned, “I am the only one in the group that works with recent immigrants. Now, a lot of
the teachers do have ELL students in there, and during the meeting it is more of let’s get to the
testing.” Ms. Caldwell was concerned that the PLCs had not helped her and her ELLs due to
the pace of instruction and emphasis on making sure all students covered all the material. She
added “You know, a lot of the questions is a lot of reading, and my kids aren’t going to get.
And I’ll say that, but it’s kind of like too bad, let’s move on. And as far as ELLs, the PLCs
have not helped me out.”
Academic Literacy
It was evident through the participant interviews that the teachers in the study
understood the need to implement strategies that fostered academic literacy that supported the
academic success for ELLs at Borderland High School. Mr. Rodriguez, a teacher at
Borderland High School, said that academic litearcy was pivotal to the success of ELLs.
Mr. Rodriguez stated:
ELLs, it is about methodologies that are successful for the ELL students in getting
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them to grasp the language themselves. Again, I sound like a broken record, but it’s
about ensuring that they have the right knowledge of the academic language, and what
it means so that they are making connections between one academic term and another
academic term. And using it again organically, where it comes from, and they are
utilizing it more regularly and reviewing it. That is one of the other constants is that
we do a lot of review, a lot of review of academic language and vocabulary over time.
So with our ELL students, it’s teaching the academic language and making sure that
they are able to use it.
Learning academic literacy for ELLs according to one teacher in the study was integral
for their academic success. The use of varied activities that challenged the students and
enhanced their knowledge and vocabulary was needed to improve ELL academic
performance. Ms. Rincon mentioned, "For ELLs, academic literacy is very, very important,
you know. It is hard to get the academic language, it is easy for them to acquire the social
language, but the academic is really, really difficult for them.”
Ms. Ricon added:
So how we have worked in our groups is that we really try to focus a lot on selecting
nonfiction texts that challenge the ELL students. It is easy for us to come up you
know, here is a little story, here is a book and they love, but they need to work with the
challenging, challenging material, you know.
Teacher Planning
The main focus of teacher planning at Borderland High School was to align
curriculum, to create common assessments, and to look for strategies and interventions that
would help ELLs improve academically. Mr. Ornelas mentioned, “The planning has helped
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significantly just because we’ve looked at our assessments, and we judge our assessments
based on our standards, and how our students are succeeding or struggling.” Mr. Herrera felt
that was very important to prepare ELLs for school and state assessments. He said, “We adopt
our lessons to scaffold and to address our ELLs different interventions that we need to
implement so that when the test does come around, they do need to know that stuff.” Ms.
Barraza used student data to find out what objectives her ELLs needed help with. She
mentioned, “Looking at the data, seeing where the kids are struggling, and seeing how we can
reteach whatever they are struggling at. Right now we are focusing on objectives.”
Mr. Rodriguez added:
Again, when it comes to the PLCs, it really allow us to focus on the breakdown of the
content, the curriculum, and timing and pacing. We evalutate what happened with the
strategies, strategies, strategies, and strategies as to how the strategies were able to get
them to higher levels of rigor when some of them have never used some of the
academic language. How do you make classes tougher? At the same time, how do we
make sure that they have the foundation and at the same time have the tools to be able
to get to those levels?
Extended Time for Learning
The teachers at Borderland High School used time in the professional learning
communities to address struggling students and to make recommendations for those students
that needed to attend tutoring offered at the high school in the morning, after school, Saturday,
or one of the three intersessions (fall, spring, and summer). The teachers used common
assessment data or grades in order to make the determination as to which students would be
attending the tutoring sessions.
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The tutoring was also offered to help the students that had previously struggled on
passing the TAKS exams. ELLs benefited from tutoring as they got hands on learning that
focused on their weaknesses. Mr. Calderon stated, “The tutoring, the time out of school that is
required for ELLs to become proficient in what they are doing is not by accident. It is not a
ditto type of assignment.” He also mentioned, “Now, once we discover what TEKS they are
weak on, we spend so much on vocabulary. We are critical about ELLs learning how to read
and being able to read the questions.” Ms. Ricon added, “We are on the same page so that the
learning team really helps, and the team is critical in creating the curriculum that we are going
to use for the tutoring to help ELL students.”
Borderland High School teachers found that extended time for learning had been very
beneficial for ELLs. The teachers had seen the benefits and academic improvements that
ELLs had made as a result of them attending tutoring sessions at the high school that were
geared at making sure they improved academically. Mr. Parra mentioned, “I personally think
tutoring helps ELLs due to the fact that the extra time gives them the chance to expand, to
practice as well as self-confidence, yes of course.” Mr. Rodriguez mentioned, “Extra time
gives ELLs the opportunity to try to explain the academics in terms of what they might not
ordinarily get to do while they we are in class.” Mr. Ornelas favored extended time for
learning because of its consideration for ELLs. He mentioned, “We do need those initiatives,
those Saturday schools, after school, before school tutoring because a lot of our students are
beginning readers and writers, and these initiatives are very, very important.” He added,
“ELLs do need that extra time, they need that extra little more practice that is much needed in
order to give them one on one attention from a teacher.”
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Professional Relationships
One of the biggest benefits of PLCs was that teachers through collaboration and
planning had helped each other so much. This had allowed for many teachers to bond
professionally, and thus had allowed for colleague teachers at Borderland High School to
become friends and supporters of each other as a result of the process of working with each
other in the school’s PLCs.
Ms. Barraza concluded:
With the Geometry teams, we tend to go to each other for help. I know there’s been
other schools that do not have this collaboration where they are on their own and they
feel helpless. They have no one to ask for help, and with our group, now what we do
is come up with lessons together. We make copies for each other, we just help each
other out to where we have that bond, and we even go to eat sometimes just cause of
our bond. It has to do with the professional, we keep it professional while we are on
the team, and outside we still have that little relationship.
Summary of Findings for RQ4
The majority of the teacher responses indicated that they felt that the PLCs at the high
school had been instrumental in helping them plan for student success. Some of the responses
showed evidence that the PLC structures needed improvements in the area of addressing the
needs of ELLs. What exactly became salient in reference to the PLC variables? Was there
any indication that any one of the variables was preferred or not preferred? Could they attest
to the direct impact that the PLC variables and their implementation was having their students
and them?
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Connections Between Quantitative and Qualitative Data
The connection between the quantitative and qualitative data in the sequential mixed
methods study was that the academic literacy variable, which showed a positive correlation for
ELLs as well as non-ELLs, was equally significant in the interview phase of the study as it
was in the quantitative phase of the study as students mentioned how much literacy across the
curriculum supported them academically. Equally as significant was the input from the
teachers who mentioned how much academic literacy as well as academic vocabulary was
instrumental in the academic success of students at Borderland High School. The fact that the
quantitative and qualitative data for both ELLs and non-ELLs as well as the qualitative data
for the teachers of ELLs revealed that the academic literacy variable supported the academic
performance students at Borderland High School created triangulation in this study. Figure 8
shows the academic literacy variable in this study as having common findings in supporting
the academic performance of students at the high school.
Phase 1
-The academic
Literacy
Variable showed
to be predictor
of success for
ELL and nonELL student
performance.

Phase 2
-According to
the student
interviews, the
academic
literacy variable
showed supports
the academic
success of ELLs
and non-ELLs.

Phase 2
-According to
the teacher
interviews, the
academic
literacy variable
was the one that
supported the
academic
success of ELLs
and non-ELLs.

Figure 8. Triangulation
The other important finding in this study was that the PLC with all of its five variables,
was a predictor of success for students at the high school. As shown by the overwhelming
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responses from all teachers and students in the study, the PLC and the variables of the PLC
had a positive impact on their performance academically.
Chapter Summary
This chapter provided the results from both the quantitative and qualitative data in this
study. On the quantitative side, a description of the participants of the study for both students
and teachers was mentioned. The scale questions were stated, and all 25 questions that were
created for the scale were looked at for reliability. The items in the instrument were checked
for reliability on their content and appropriateness in both English and Spanish. The internal
consistency of the scales was studied in order to arrive at any possible items that might have to
be deleted. An explanatory factor analysis was conducted in order to find out if the variables
in this study did indeed have the items that belonged with those particular variables. The
instrument in the study turned out to be reliable as the Chronbach alphas produced a moderate
.49 to a high .84 results. The first and second research questions in the study were reported
with findings and a summary. The findings in the quantitative study found that the academic
literacy variable of the PLC supported ELLs in the Reading TAKS and supported non-ELLs in
Mathematics TAKS. The multiple regression model indicated GPA to be a predictor of
success for non-ELLs on the Mathematics TAKS exam. The PLC as a whole with all of its
five structures showed to be a predictor of success in the structure of Planning.
In the qualitative phase of the study, the student and teacher participants were
introduced. The qualitative interview questions that were asked of both the students and
teachers were mentioned. The qualitative data coding was explained. The third research
question was answered by reporting the constructs that emerged from the student interviews.
The constructs in all the five variables in the study were reported resulting in a summary of the
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findings of all the five variables. The fourth research question was answered by reporting the
constructs that emerged from the teacher interviews. The constructs in all five variables to
include the benefits and challenges of the PLC were reported resulting in a summary of the
findings of all the constructs. At the end of the chapter, a summary of how both the
quantitative and qualitative data connected was reported. The data from both the quantitative
and qualitative connected in the fact that both data showed that academic literacy is supporting
the academic performance of ELLs and non-ELLs which showed triangulation in the study.
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Chapter 5
DISCUSSION OF FINDINGS, CONCLUSIONS AND RECOMMENDATIONS
Introduction
The PLCs were an essential school structure that created academic success opportunities
for ELLs that yielded comparable academic results as non-ELL students at Borderland High
School. Through the implementation of the five PLC variables, ELLs progressed academically
and the results demonstrated a narrowing of the achievement gap. In addition to these five
variables, PLCs provide the structure for teachers to come together and identify goals and
objectives, establish priorities, select appropriate implementation strategies, and determine
critical measures of performance (Johnson & Johnson, 2006 p. 26). Teachers need to come
together to find best practices to support ELLs.
I still dream of a kumbaya moment when ELL teachers from the east and the west and
everywhere in between will gather together to agree on the terms that define our field, our
learners, and our programs. If we look beyond the labels, however, there is surprising
agreement in what constitutes best practice for adolescent ELLs (Rance-Roney, 2009, p.
37).
The research questions utilized to examine PLCs at Borderland High School and their
impact on ELL achievement were as follows:
RQ1. Do PLCs show a positive relationship in improving the academic performance of
ELLs, as operationalized by the TAKS exams?
RQ2. Which are the variables in this study that had the highest significance in value for
ELLs?
RQ3. According to the ELL students in the study, why do variables with the highest
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significant value make an impact on the academic performance of ELLs, as
operationalized by the TAKS exams?
RQ4. According to the teachers in this study, why do the variables with the highest
significant value make an impact on the academic performance of ELLs, as
operationalized by the TAKS exams?
Chapter 5 revisits the purpose and theoretical framework of this mixed methods study.
From there, the summary of the findings from the student survey, student interviews, and teacher
interviews are discussed in relationship to the research questions. Using both the survey and the
interviews to collect the data produced a stronger research design for validity and reliability that
was triangulated in this research study. Different methods and data sources were used to
investigate the same phenomena, and in that process efficacy or validity of the different methods
and sources were achieved by comparing the products (Mason, 2002). In this chapter, the
findings and conclusions drawn from the research are followed by recommendations.
Limitations, implications for further research, and a general summary conclude the study.
The Purpose of Study and Theoretical Framework Revisited
The purpose of this study was ultimately to add to the body of research concerning
closing the academic gap between ELLs and non-ELLs. The goal of this research was to provide
data that could assist other high schools in the implementation of PLCs for the purpose of
improving the academic performance of ELLs.
Senge’s (1990) identifies five disciplines that are essential for the success of learning
organizations. One of the disciplines is team learning, the theoretical framework of this research.
In the PLCs, educators work together in an effort to improve the educational performance and
experience of their students. Team learning is the basis for teachers to work and learn as a group
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in order to better support student achievement goals.
Study Findings
Findings from the data include:
RQ1 1. Both ELLs and non-ELLs showed a positive relationship between Academic
Literacy and their TAKS scores.
RQ1 2. Teacher Planning had a positive relationship with the PLC as a whole.
RQ2 3. Academic Literacy showed to be a good predictor of success for ELLs and nonELLs as related to TAKS exams, and GPA a predictor for success for non-ELLs in the
Mathematics exam.
RQ2 4. The PLC as a whole showed to be a strong predictor of the success for ELLs and
non-ELLs.
RQ3 5. Academic Literacy supported ELLs in improving academically.
RQ4 6. Collaboration and Planning showed to be a critical support for academic literacy
of ELLs.
RQ4 7. Extended Time for learning showed to be a critical support for academic literacy
of ELLs.
Discussion and Findings: Research Question 1
The first two findings--(1) a positive relationship between Academic Literacy and TAKS
scores and (2) Teacher Planning had a positive relationship with the PLC as a whole.
Based on the data analyzed, the three significant data findings that came out of the first
question were the following: (1) There was a positive relationship between the Academic
Literacy variable and the performance of TAKS Reading scores for ELLs. (2) There was a
positive relationship between the Academic Literacy variable and the performance in the TAKS
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Mathematics scores for non-ELLs. (3) There was positive relationship between Teacher
Planning and the PLC as a whole.
The Relationship Between Academic Literacy and TAKS
If students are to grow in knowledge, reading, and thinking skills (Torgesen, Houston,
Rissman, Decker, Roberts & Vaughn, 2007), they must grow in the following six areas: fluency,
vocabulary knowledge, content knowledge, higher-level reasoning and thinking skills, cognitive
strategies specific to reading comprehension, and motivation and engagement. Academic
literacy (Torgesen, Houston, Rissman, Decker, Roberts & Vaughn, 2007) encompasses the types
of reading proficiencies that are typically assessed on state-level accountability assessments.
These assessments measure a student’s ability to make inferences from texts, learn new
vocabulary in the context of the readings, link ideas across texts, and to summarize and identify
the most important and relevant ideas and content within a particular text (Torgesen, Houston,
Rissman, Decker, Roberts & Vaughn, 2007).
In this study, the relationship between ELLs and their performance on their TAKS
Reading state assessment was .266. Teachers at Borderland High School planned accordingly in
the PLCs in order to select appropriate implementation strategies that focused directly on making
inferences from texts, learning new vocabulary in the context of reading, linking ideas across
texts, and summarizing and identifying the most important and relevant content within a
particular text.
Non-ELLs also showed a positive correlation in academic literacy and their TAKS
scores; however, their positive correlation was in the area of Mathematics as opposed to
Reading. All content-area instruction (English Language Arts, Mathematics, Science, and Social
studies) utilizes literary or informational text in some manner, so students had to comprehend
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specific texts and grasp the concepts being communicated in them (Kosonavich, Reed & Miller,
2010, p.2). This study showed a positive correlation between the academic literacy of non-ELLs
and their performance on the Mathematics TAKS exam. The correlation was a slight correlation
at .197. This finding showed teachers planned for and incorporated academic literacy and
academic vocabulary in their planning for Mathematics curriculum.
Teacher Planning Relationship with the PLC
In the planning process, teachers learn from one another while constructing a meaningful
and engaging curriculum (Pardini, 2006). Teachers spent time reflecting on the effectiveness of
their collaboration and adjusted their instructional practices as needed. Collaboration between
ELL and non-ELL teachers helped non-ELL teachers understand the challenges ELL students
face. This created an atmosphere and environment where teachers working with ELL students
were more willing to share the responsibility of educating such students (Pardini, 2006). There
are great potential benefits in teachers talking with teachers from the same grade level as well as
from other levels about what students really need to know and be able to do (Perna & Davis,
2002, p. 15). This also needed to include ELL and non-ELL teachers talking with each other.
The teacher planning variable in this study showed a positive relationship with the PLC
as a whole with a significance of .222. This meant that teacher planning had a connection with
the success of the overall PLC. This showed that teacher planning had a direct correlation to the
overall success of the goal of the PLC. This finding incorporated the data from ELLs and nonELLs.
Conclusions
The findings in this research as they related to RQ1 indicated that academic literacy as a
variable of the PLC supported ELLs. The findings showed a correlation between the academic
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literacy variable of the PLC and the performance of the ELLs on the TAKS Reading exam and
the performance of non-ELLs on the Mathematics TAKS exam. The findings also revealed that
there was a positive relationship between the planning variable in the PLC and the PLC as
whole. This indicated that one of the PLCs main focuses was about teacher planning.
Research Question 2
The third and fourth findings--(1) Academic Literacy proved to be a good predictor of
success for ELLs and non-ELLs as related to TAKS exam, (2) GPA proved to be a predictor of
success for non-ELLs on the Mathematics TAKS exam and (3) The PLC as a whole showed to
be a predictor for the success of students.
Based on the data analyzed in this research, the three significant data findings that
surfaced from the second research question were the following: (1) The Academic Literacy
variable was a predictor of the success of ELLs in the Reading TAKS exam. (2) GPA proved to
be a predictor of success for non-ELLs on the Mathematics TAKS exam. (3) The Academic
Literacy variable was a predictor of the success of non-ELLs in the Mathematics TAKS exam.
(4) The PLC as a whole was a predictor of academic success for ELLs and non-ELLs.
Academic Literacy as a Predictor of Success for ELLs and non-ELLs on TAKS
The multiple regression performed in this study showed that the academic literacy
variable of the PLC was a predictor of success in the Reading TAKS exam for ELLs with a
significance of .021. This finding proved that teacher planning for improved student
performance of ELLs in the area of Reading was effective.
For non-ELLs, the multiple regression performed in the academic literacy variable of the
PLC generated a .05 result. The academic literacy of the PLC showed to be a positive predictor
of success on the Mathematics TAKS exam for non-ELLs. This finding proved that teacher
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planning for improved student performance of non-ELLs in the area of Mathematics was
effective. The multiple regression model also indicated GPA to be a predictor of success for
non-ELLs on the Mathematics TAKS exam.
Academic Literacy to Support ELL Achievement
When performing a multiple regression on the PLC as a whole, a result of .05 was
achieved showing the PLC to be a predictor of student success in this study. Psencik (2009)
references all the qualities that top-notch PLCs must have. Powerful PLCs have clear
expectations as to the roles and responsibilities for increasing student learning for team members
(Psencik, 2009). Participants in the PLCs view themselves as eager and aggressive learners who
share responsibilities of leadership.
The findings in this data validated the PLCs as a critical structure that supported student
success. PLCs gently address a lack of commitment to the vision and hold high expectations for
staff to engage in this collaborative community (Psencik, 2009). They intensely focus on student
outcomes and use multiple sources of data to drive community decisions, and develop shared
values and vision about the work of the PLC. They regularly assess their strengths and
weaknesses needed in order to move toward their vision. They also take full responsibility for
the quality of their work and the work of their students, and they continuously reflect and
modify, adjust their trade, and determine areas for team learning (Psencik, 2009).
Conclusions
The multiple regressions performed resulted in three major findings. First, the PLC
school structure with all of its five variables was a strong predictor of student success. Second,
in the case of ELLs, the academic literacy variable showed to be a strong predictor of academic
success at in relation to the TAKS Reading exam. Third, in the case for non-ELLs, the academic
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literacy variable showed to be a strong predictor of academic success in relation to the TAKS
Mathematics exam. ELLs improved their performance when they were afforded more time on
task. ELLs progressed in English and content area material when they had more opportunities to
focus on explicit vocabulary instruction through multiple approaches, activities, and
opportunities to learn, practice, and apply academic language. ELLs were challenged with
learning content and developing English Language proficiency at the same time. In addition, the
multiple regression model also indicated GPA to be a predictor of success for non-ELLs on the
Mathematics TAKS exam.
Research Question 3
The fifth finding—(1) Academic Literacy supported ELLs to improve academically.
One main theme emerged from the third research question in the study. Academic
Literacy supported ELLs to improve academically..
Academic Literacy Supports ELL Academic Improvement
Harklau (2003) mentions that in order to get ELL high school students ready for college,
high schools must promote a much wider range of writing in order to promote the students’
academic literacy skills. Abigail agreed, “Sí, la escritura me ayuda porque cuando en la
universidad dicen que vamos a ver más preguntas abiertas que a, b, c, d, y hay más
oportunidades de lo que vamos a ver en la universidad.” “Yes, the writing helps me because at
the university level I am told that we are going to get more open-ended questions than a,b,c,d
[multiple choice] and there are more opportunities to preview what we will get at the university.”
ELLs felt that their core classes such as history and mathematics gave them an
opportunity to learn English and enhance their academic literacy skills at the same time. Abigail
commented, “La geografía me pide más escritura a lo hora de contestar las preguntas y me pide
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más lectura a la hora de investigar y a la hora de estar leyendo los libros y todo éso.”
“Geography demands more writing for answering questions and it demands more reading of
books to investigate and all that.”
Eduardo concurred:
En geografía nos están pidiendo mucha escritura y en matemáticas. Sí me reta que me
pidan las escrituras porque muchas veces el examen va a ser multiple choice y le hace
uno al chance y le atina a la otra. Y cuando es ecribir, tengo que estudiar más. Cuando
es escribir, escribes la pregunta, pero no te dan multiple choice y tienes que estudiar más
para pasar. No puedes poner cualquier cosa.
In geography class and in mathematics they are demanding more writing. It challenges
me when they ask for more writing because many times when exams are multiple choice
we think we’ll take our chances and just guess. When I am asked to write my responses,
I have to study more. Without multiple choice tests, you have to study more because you
cannot just write whatever.
The other recurring theme in the qualitative interviews conducted with ELLs was the
use of academic vocabulary in their classes as a way to support their overall academic literacy.
For some students such as Nadia, learning new academic vocabulary in a new language was
difficult. She mentioned, “Pues matemáticas sí se me dificultaba un poco más porque yo lo
sabía todo en espaňol. A veces me decían pues, ¿qué es esto?, y yo decía, no sé que es esto, y
ya me lo decían en espaňol, y-oh-pues sí es éso.” “Well, mathematics is a little more difficult
because I already knew it in Spanish. Sometimes they would tell me it is this and I would say
I don’t know what this is but then they would say it in Spanish and I would know what it
was.” Some ELLs benefited from the structure of their classes and used this as an opportunity
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to learn new vocabulary. Nydia used her bell ringers in class as an opportunity to learn new
academic vocabulary, and thus, learn academic content.
Nydia said:
Sí, pos por ejemplo, el bell ringer siempre nos ponen, y allí tienen palabras de
vocabulario las cuales tenemos que definir para resolver el problema, pero siempre con el
vocabulario. El vocabulario tiene que ver con el tema que vamos a ver ese día o el tema
que vimos el día anterior para que no se nos olvide.
Yes, for example the bell ringer they always give, and there are vocabulary words of
which we have to define in order to be able to solve a problem, but always with the
vocabulary. The vocabulary has to do with the theme that we are going to see that day or
the theme that we saw the previous day so that we will not forget it.
Conclusions
The qualitative interviews conducted with the ELLs revealed that the focus on academic
literacy was evident in their education. The results also revealed that ELLs improved their
academic literacy in all of their classes. ELL students consistently mentioned that the academic
vocabulary that they learned in all of their classes supported them in improving their English
vocabulary, passing their coursework, and passing their state exams. According to the ELL
student interviews, the focus on academic literacy was carried out, supported their learning
English and academic development, and prepared them for their TAKS.
Research Question 4
The sixth and seventh findings--(1) Collaboration and Planning proved to be a critical
support for the academic literacy of ELLs and (2) Extended Time for learning proved to be a
critical support for the academic literacy of ELLs.
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Based on the data analyzed in this research,

these were the two significant data findings.
Collaboration and Planning as a Critical Support to Academic Literacy of ELLs
An emerging theme from the teacher interviews in the study was the importance of
collaboration and planning among teachers in the PLCs. Planning in teacher interviews showed
that the collaboration among teachers in the PLCs was advantageous to them, but more
importantly, it was a critical support for students. Collaboration and planning were essential
components of PLCs. Teachers need time to dialogue and collaborate as they share ideas and
best practices (Nations, Serrano, Rojas & Caldera, 2010). Teachers have been able to develop
common lesson plans, common assessments, and create more data that is reliable in order to plan
instruction in their school (Nations, Serrano, Rojas & Caldera, 2010). Teamwork and
collaboration must be balanced and include all stakeholders, teachers, administrators, and noninstructional staff members who have the common goal and vision of always seeking better
practices (Ornstein, Ornstein & Pajak, 2007). Mr. Calderon, one of the teachers in the study,
commented on how collaboration in the PLCs was a support system for teachers that ultimately
benefited the students.
Mr. Calderon stated:
The way we collaborate. The team comes up with a new way of rediscovering a new
word that we left out, they will put it on an email and send it to the whole team and
say, “guys, this is a new way we have discussed of defining slope. Please put it into
your grid. We saw it, it is tested and it is coming up.” And its gets trickled down to
everybody else, so we all get the vocabulary as soon as somebody puts it in. And it is
a system that we’ve developed either through email or through a shared folder. It
works great and gets trickled down. And you know, again it goes back to the PLCs.
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We go from our department chair, to our team leaders, to our teachers.
Mr. Carranza stated:
Well again, we have our general plan. We have our documentation, we have our
course guides and all that. And then once we get it, we have to adopt it for what is best
for us and our kids. So we have our general plan. We have a consensus. We have to
present it in our way, in our values and our own systematic way, and then how it is
conveyed to the students. Now, some classes are, I don’t want to say better, but they
may be ahead. Some are a little slow and we adopt and adjust and go from there. So
everybody, we have freedom but also with that freedom we know we have a certain
direction. Again, we want what is best for the student, not just rush through it, the
quality teaching, the quality learning.
Extended Time for Learning Supports the Academic Literacy of ELLs
Schools offer a great deal of after-school classes just for ELLs so they are able to get
more help in addition to the instruction they receive during the school day. For instance, some
schools offer English classes in language and vocabulary just for newcomers (Goldenberg,
2008). Teachers at Borderland High School mentioned that extended time for learning supported
the ELL students at the high school.
Mr. Carranza stated:
The extended time takes into consideration the ELLs. We do need those initiatives,
those Saturday schools, after school, before school tutoring because many of our
students are beginning readers and writers and these extended time initiatives such as
after school tutoring and Saturday tutoring are very, very important. I am serving
some ELLs on Saturday and I can identify with them. It is not that these students can’t
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do the work; they do need that extra time. They need that extra little more practice and
the much needed one on one attention from a teacher. Ah, but they can do it, they can
do it, we need more time, we need more time.
Conclusions
The teachers in the study agreed that academic literacy is a PLC structure that supported
ELLs at the high school. In addition, teacher collaboration and planning contributed to the
success of ELLs as teachers were able to plan instruction with an emphasis on academic literacy
to support ELLs. Finally, teachers also mentioned that extended time for learning at the high
school gave ELLs an opportunity to improve on their academic literacy skills. ELLs improved
their performance when they were afforded more time on task. ELLs progressed in English and
content area material when they had more opportunities to focus on explicit vocabulary
instruction through multiple approaches, activities, and opportunities to learn, practice, and apply
academic language. ELLs were challenged with learning content and developing English
Language proficiency at the same time.
Summary of Conclusions (RQ1, RQ2, RQ3, RQ4)
The findings in this study for the four research questions showed that ELLs benefited
from the academic literacy structure of the PLC. In the quantitative phase of this mixed methods
study, ELLs showed a positive correlation between the academic literacy variable and their
academic performance on the state-mandated Reading TAKS exam. Through the multiple
regression study, the academic literacy variable showed to be a predictor for ELL academic
success in relation to the Reading TAKS exam. The multiple regression model also indicated
that GPA to be a predictor of success for non-ELLs on the Mathematics TAKS exam. The
quantitative data supported the qualitative data in identifying academic literacy as a strong
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component of ELL academic performance. The ELLs in this study benefited from academic
vocabulary and writing that had prepared them for college. The teachers at the high school
incorporated academic vocabulary in their lessons while planning in the PLCs to positively
impact the performance of ELLs. The PLC in this study was a predictor of academic success for
ELLs and non-ELLs.
Implications and Recommendations for Future Research
NCLB has required all states to step up in ELL accountability. It created full inclusion of
ELLs in standards, assessments and accountability. By holding schools accountable, it brought
attention to both the linguistic and academic needs of ELLs. Most states are making efforts to
include ELLs in their accountability systems. However, mere inclusion is not meeting the needs
of ELLs. Through research and practice a better understanding of how schools can support ELL
success needs to be achieved. ELLs must have access to a full curriculum, quality instructional
practices and knowledgeable and skilled teachers within an entire school structure. PLCs
provide the platform for quality planning, collaboration, and professional development critical to
providing well designed and implemented instructional strategies that provide ample
opportunities for ELLs to practice using academic language. Teachers need to make
instructional modifications when working with ELLs because of the language limitations that
prevent full access to the lesson, text, or discussion. In order for ELLs to achieve English
Language proficiency, as well as master their academic content, ELLs consequently need to
work twice as hard as those students that already have English Language mastery. As a result of
the challenges facing ELLs in the academic arena, a whole school approach – all teachers – must
be instituted in order that ample opportunities in practicing academic language, vocabulary
development, listening, speaking, reading, and writing across all content areas are realized.
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The current study focused on PLCs and their impact on ELL achievement. This is an
initial stage of the research that needs to be pursued in a larger scale study. Following are the
researcher’s recommendation for further research:
1. Further research should be conducted to include more schools with similar
demographics as well as comparison schools that do not have PLCs in order to get more
convincing and valid data sets to show the extent of access that ELLs have to the full
curriculum and make a stronger case for PLCs. Further research may yield findings with
statistical significance.
2. It is evident that further research in PLCs increases our understanding about the
structures, limitations, impacts and their connection/alignment to strategies and practices
that support learning English and learning in English.
3. It is recommended that a Professional Development School be established where other
schools can learn about creating a whole school approach in PLC structures and build the
capacity and skills among teachers and administrators to be more prepared to support the
academic success of ELLs.
4. Further studies should be conducted in other parts of the country, both in border and
non-border communities.
5. Future research using the instrument in this study should consider combining the
teacher collaboration variable with the teacher planning variable as the structure factor
analysis showed that the items in these variables are connected. Additionally, there is a
need to examine again construct validity of the PLC instrument to examine closely the
relevancy and accuracy of all the subscales by revising items that are more relevant and
representative of the individual as part of the PLC planning model by the use of more
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sophisticated statistical procedures such as confirmatory factor analysis.
Implications and Recommendations for Policymakers
Policymakers need to support research that aims at closing the achievement gap between
ELLs and non-ELLs. Policymakers need to put ELLs in the forefront of the educational agenda
as for too long ELLs have lagged behind in performance and in graduation rates from high
school as compared to non-ELLs. It is important that policymakers fund bilingual and second
language programs as training for teachers to be able to serve the needs of these students. The
support of policymakers for more research such as this one on PLCs will strengthen both ELLs
and non-ELLs academically so that they will become college ready and ultimately attend and be
successful in a college or university of their choice.
Recommendations for Practice
The PLCs need to dedicate more time specifically to ELLs. A couple of teachers in the
study that work directly with ELLs mentioned that they would like to spend more time
planning and collaborating in the PLCs addressing the needs and issues that are particular to
ELLs. PLCs need to dedicate certain dates and times where the emphasis and focus of the
PLCs addresses ELLs’ specific needs. The teachers in the PLCs need to bring to the table the
names of ELL students that are failing, in danger of dropping out, and/or having problems so
that time can be spent coming up with ideas and solutions as to how to address the needs of
each ELL.
Another recommendation for practice is to create assessments that are varied as a few
students mentioned that the planning in the PLCs was not supportive of student learning since
students across campus had the same assignments and assessments which lead to widespread
cheating. Teachers also need to continue to create assignments that support literacy across the
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curriculum as ELL students acknowledge that open ended responses helped them improve
their writing and prepare them for college.
Closing Thoughts
This research study showed that PLCs support the academic performance of ELLs. The
benefits of PLCs and its five variables outweigh the challenges. This study has also opened the
door through this new instrument for other schools to find out if their PLC structures are
supporting student performance. The passionate work that the teachers at Borderland High
School exhibited for ELLs was very evident from the responses of their interviews.
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Table 2. Title 1 School Improvement Under NCLB
After….
then….
and implements….
1 year of not making AYP the school addresses
no sanctions under NCLB.
in mathematics or
challenge areas,
reading/language arts,
2 consecutive years of not the school enters Year 1 of school choice, unless the
making AYP in the same
Title 1 improvement at the
school is a pilot district
subject,
beginning of the next
offering supplemental
school year,
educational services as the
first year option, and
receives technical
assistance.
3 years of not making
the school enters Year 2 of school choice, supplemental
AYP in the same subject
Title 1 improvement at the
educational services as the
beginning of the next
first year option, and
school year,
receives technical
assistance.
4 years of not making
the school enters Year 3 of school choice, supplemental
AYP in the same subject
Title 1 improvement at the
educational services,
beginning of the next
corrective action and
school year,
receives technical
assistance.
5 years of not making
the school enters Year 4 of school choice, supplemental
AYP in the same subject
Title 1 improvement at the
educational services,
beginning of the next
devises plan for
school year,
restructuring and receives
technical assistance
5 years of not making
the school enters Year 5 of school choice, supplemental
AYP in the same subject
Title 1 improvement at the
educational services,
beginning of the next
restructuring and receives
school year,
technical assistance
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Table 5. Overall Descriptive Statistics of all Measures Used on This Study
Study Measures

Minimum Maximum

Mean

SD

1052
1052

2955
2839

2070.03
2182.86

389.58
254.60

-343.00

1284.00

153.40

325.99

1807
1855

2939
2951

2195.71
2208.95

142.58
141.36

-590.00

338.00

36.74

109.47

Science TAKS Last Taken

1837

2772

2203.30

171.14

Social Studies TAKS Last Taken

1933

2803

2314.65

153.56

Grade Point average

68.84

100.41

82.56

6.16

Class Ranking

1

689

392.01

200.16

Years In U.S. Schools

1

13

5.29

3.16

PLC Professional Development Subscale

3.00

14.00

8.74

2.33

PLC Academic Literacy Subscale

3.00

15.00

9.62

2.74

PLC Teacher Collaboration Subscale

.00

15.00

8.94

3.13

PLC Extended time Subscale

1.00

15.00

10.43

2.98

PLC Teacher planning Subscale

1.00

15.00

9.11

2.84

PLC Professional Learning Community
Total

10.00

70.00

46.84

10.84

Math 1st Taken
Math Last Taken
Difference in Mathematics Scores
Reading First Taken
Reading Last Taken
Difference in Reading Scores
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TAKS Exams
Taken
Math First
Taken

Math Last
Taken

Diff. in Math
Exams

Reading First
Taken

Reading Last
Taken

Diff. in Reading
Exams

Science Taken
Last

S.S. Taken Last

Table 8. Descriptive Statistics for TAKS Exams Taken
Academic
Std.
Lower
Groups
Gender
Mean
Error
Bound
ELL
non-ELL
ELL
non-ELL

Female
Female
Male
Male

ELL
non-ELL
ELL
non-ELL

Female
Female
Male
Male

ELL
non-ELL
ELL
non-ELL

Female
Female
Male
Male

ELL
Non-ELL
ELL
Non-ELL

Female
Female
Male
Male

ELL
non-ELL
ELL
non-ELL

Female
Female
Male
Male

ELL
non-ELL
ELL
non-ELL

Female
Female
Male
Male

ELL
non-ELL
ELL
non-ELL
ELL
non-ELL
ELL
non-ELL

Female
Female
Male
Male
Female
Female
Male
Male
150

Upper
Bound

1775.64

51.99

1673.23

1878.06

2218.92
1958.50
2222.66

44.29
42.29
40.01

2131.67
1875.19
2143.85

2306.17
2041.81
2301.46

2069.18
2273.82
2109.55
2268.03

32.01
29.49
25.53
26.78

2006.18
2215.78
2059.29
2215.31

2132.18
2331.85
2159.81
2320.74

293.54

45.39

268.67

447.51

54.08
151.05
45.03

38.67
36.93
34.93

-19.517
151.66
-21.20

132.84
297.14
116.41

2078.17

22.74

2033.35

2122.98

2251.28
2122.25
2248.74

15.95
17.11
14.29

2219.85
2088.53
2220.58

2282.71
2155.96
2276.89

2111.28

16.27

2079.24

2143.32

2286.89
2138.58
2278.85

14.58
13.33
13.25

2258.18
2112.34
2252.77

2315.60
2164.82
2304.93

33.11
35.61
16.33
30.11

20.11
14.10
15.27
12.63

0.70
15.09
3.09
8.16

79.33
70.68
63.29
57.97

2084.04

21.42

2041.86

2126.23

2256.83
2127.18
2304.79
2180.95
2358.46
2285.91
2378.04

18.50
16.85
16.52
20.90
17.27
16.62
15.52

2220.39
2094.01
2272.26
2139.78
2324.45
2253.17
2347.47

2293.26
2160.36
2337.33
2222.12
2392.47
2318.65
2408.61

Table 10. Factor Analysis
Component

Factor Statement
i25 = Do teachers mention to the students that they plan
together with other teachers?
i14 = Do the lessons in my classes show evidence of teachers
working together?
i15 = Do my teachers work together when planning projects or
activities at the high school?
i12 = Is it evident that my teachers work together my
schoolwork throughout the school day?
i11 = Do my teachers work with each other in order to improve
instruction?
i24 = Do teachers plan together for the instruction of all
students?
i13 = Is teachers working together a priority at the high school?
i5 = Am I aware of teachers receiving any training to improve
instruction in my classroom?
i16 = Are there opportunities for me to get additional time for
instruction outside of the school day?
i18 = Do my teachers offer opportunities for extra help outside
of the school day when I need help?
i17 = Is additional support through extra instructional time a
school priority?
i20 = Has extra and extended academic time helped me
academically at the high school?
i19 = Do I feel comfortable asking for additional academic help
outside of the school day?
i7 = Do I spend enough time in my classrooms improving my
reading writing, listening and speaking?
i6 = Is reading writing, listening and speaking a high priority in
my classrooms?
i8 = Is it evident that the lessons in all my classes include
reading writing, listening and speaking?
i9 = Outside of my Reading/English classes, do my other
classes focus on reading and writing?
i10 = Are my teachers prepared to address reading writing,
listening and speaking in the classroom?)
i4 = Is it evident that my high school is preparing my teachers
to give me the best education possible?
i3 = Is the high level of instruction I receive consistent among
all of my classes?
i22 = Is teacher planning for improved instruction a priority at
the high school?
i23 = The instruction delivered by my teachers shows evidence
of planning for instruction at the high school?
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1

2

3

4

0.864

-0.003

0.103

-0.424

0.82

-0.107

-0.073

0.079

0.799

-0.02

0.084

-0.089

0.735

0.004

-0.123

0.015

0.668

0.032

-0.041

0.13

0.642

0.149

0.026

0.035

0.512

-0.133

-0.035

0.413

0.354

-0.023

0.204

0.11

-0.073

0.914

0.046

-0.292

0.005

0.735

0.102

-0.157

0.041

0.694

-0.077

0.101

-0.032

0.672

0.075

0.062

-0.05

0.618

0.087

0.021

-0.146

0.051

0.728

0.014

-0.25

0.137

0.655

0.248

0.153

0.077

0.613

-0.078

0.369

-0.077

0.543

-0.071

0.155

0.01

0.464

0.329

0.169

-0.028

0.381

0.334

-0.195

-0.241

0.179

0.895

0.216

0.268

-0.09

0.459

0.159

0.274

0.002

0.417

APPENDIX B
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December 12, 2011

Dear Mr. Miguel Serrano:
This is to inform you that, upon reviewing the submitted documentation for your study titled
“PLCs as Critical Structure for ELL Schooling”, the Office of Research and Evaluation has
determined that your project conforms to our District’s standards regarding informed consent,
privacy issues, and FERPA regulations and has approved your Research Request Proposal.
Your IRB number is 136.
Please provide a copy of this form to administrators when soliciting their participation. The
school administrator has the right to decline campus participation and any participation in this
research is entirely voluntary and may be withdrawn at any point.
We understand that you will not use our District’s name, or any other identifying information,
when you publish your findings. We ask that you keep our department apprised of your
progress through updates throughout your project’s duration, and provide this office with a
copy of your results upon completion.
If you require additional information, please feel free to call me.
Sincerely,
Research and Evaluation
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19 Secondary Assistant Principal of the Year in 2006, a Region 19 Principal of the Year in 2009,
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Leadership Program at Harvard in Cambridge, Massachusetts. In the fall of 2010, I co-authored
an article titled “High School Mathematics—Meeting the Needs of Every Student: From
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While pursuing my doctoral degree, I served as the Principal of Socorro High School, a
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In 2009, I was chosen by the School Improvement Resource Center (SIRC) to present at
the State Title 1 Conference in Austin on School Improvement. In 2011, I co-presented
“Mathematics Strategies for Secondary English Language Learners” in Richardson, Texas.
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